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ABSTRACT
MIDDLE SCHOOL PRINCIPALS’ PERCEPTIONS ON THE INCLUSION OF THE
ARTS IN NEW YORK SCHOOLS: A QUALITATIVE STUDY
John Barnes

The purpose of this study was to identify the perceptions of middle school
principals regarding the implementation of the arts. Although the New York State
Education Department (2015) has mandated arts curriculum into all grade levels within a
middle school environment, not all schools comply. The purpose of this qualitative
exploratory case study was to explore the perceptions of middle school principals and to
gain a better understanding of why their schools may not be fully following the specific
learning requirements of the arts, the challenges principals face when implementing arts
education into their curricula, and the social issue where students lacking access to a
strong arts curriculum were not being provided with a well-rounded educational
experience. The method included semi-structured interviews, a focus group, and an
analysis of course catalogs provided by the participants. The themes that were most
prevalent were that the arts provide middle schoolers with an outlet for creativity, with
the principals realizing the need to increase choices for students to select arts programs of
interest. In addition, the school leaders discussed that a lack of time and access to
certified arts teachers are barriers to implementation. The final theme was understanding
the reason for incorporating the arts. The results of this study will be able to provide a
greater insight into the challenges that middle school principals encounter when

implementing arts curriculum into their schools, which in turn could provide information
on how they can be better supported within the current educational landscape. Allowing
certified teachers to obtain extensions and certifications to teach within the arts and the
provision of integrated learning opportunities should be visited as solutions to the barriers
of access and time constraints. Governing bodies must ensure adherence to policies and
begin following up with middle schools to provide additional support and assist with
overcoming the implementation challenges faced by schools. Future research should
focus on the perceptions of others within the school and other geographical areas within
the United States.
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CHAPTER 1: INTRODUCTION
The New York State Department of Education (2021) requires that 10% of school
time be apportioned to the arts. Students in a middle school setting in the state of New
York are required to complete specific learning standards in the arts and complete visual
arts, music, dance, or theater classes in grades five and six (New York State Education
Department, 2015). Students studying within grades seven and eight are required to
complete one half unit of study in the visual arts and another half unit of study in music
(New York State Education Department, 2015). This equates to approximately 10% of
school time, or 93 hours of arts education over the entire school year (New York State
Department of Education, 2021).
All public middle schools in the state of New York must follow the education
department’s learning standards of the arts. However, despite these standards, schools
continue to struggle to offer this required curriculum to their students (Stringer, 2019).
Stringer (2019) reported that throughout New York State, 28% of schools lack one fulltime certified arts teacher. This translates to 22% of all middle schools throughout the
state. Additionally, 16% of all New York State schools do not have any arts partnerships,
with 10% not having a dedicated room to complete these required classes (Stringer,
2019). To demonstrate that this problem has existed over the past two decades, Medina
(2008) highlighted that roughly 30% of middle school students in New York City were
not receiving state mandated arts classes. Medina reported that principals were provided
additional funding to boost arts instruction within their schools through the Project Arts
Program. The Project Arts Program provided New York City schools with $67.5 million
dollars to increase arts offerings to students. However, although Medina (2008) reported
that principals had increased their arts spending by 3%, there appears to be a continued
1

experience of middle schools not meeting the mandated arts requirements in New York
State. Medina’s (2008) report coincided with a review of arts education and graduation
rates from The Center for Arts Education (2009), which reported that nine percent of
middle schools in New York City had no arts programs at all.
Additionally, Shaw (2021) purported that in 2011, from a national level, 94% of
public elementary schools offered music programs and 83% offered visual arts. However,
theater and dance programs were rarely offered in elementary schools with only four
percent offering theater and three percent providing dance classes to students (Shaw,
2021). Shaw (2021) also reported that, due to the COVID-19 pandemic, the arts have
continued to suffer. Teachers were instructed not to hold live virtual classes with
students, decreasing engagement with their assignments. Pandemic-related issues
continued when students returned to face-to-face instruction, especially within music
programs. Due to COVID-19, schools had to follow recommended social distancing
guidelines that made it difficult to teach both music and visual arts classes (Shaw, 2021).
Therefore, the aim of the current research study was to explore the perceptions of middle
school principals to understand why their schools had not been fully incorporating the
New York State Education Department's specific learning standards of the arts, as well as
the challenges that they experienced when implementing arts education into their
curriculums.
This chapter will introduce the research by discussing the problem and purpose,
as well as the theoretical framework that will guide the study. The researcher will then
provide an overview of the significance of the study and how this research connects with
social justice. The chapter will then conclude with the identification of the research
questions and the definition of commonly used terms.
2

Purpose of the Study
The New York State Education Department (2015) requires middle school
students in the fifth and sixth grades to complete visual arts, music, dance, or theater
classes; students in grades seven and eight are required to complete one half unit of study
in the visual arts and another half unit of study in music (New York State Education
Department, 2015). The problem being studied within this research is that although the
New York State Education Department (2015) mandates arts curriculum into all grade
levels within a middle school environment, not all schools comply due to a lack of
resources. For example, Stringer (2019) reported that 22% of all middle schools in the
state of New York do not even have one full-time arts teacher, 16% do not have any arts
partnerships, and 10% do not have a dedicated room to complete these required classes.
Additionally, Medina (2008) stated that the problem of middle schools not complying
with state mandated arts offerings to their students has occurred over the past two
decades, as roughly 30% of middle school students in New York City were not receiving
state mandated arts classes. Additionally, the Center for Arts Education (2009) reported
that nine percent of middle schools in New York City had no arts programs at all, despite
New York City schools being offered additional funding to increase arts offering to their
students through the Project Arts Program. Therefore, exploring the perceptions of
middle school principals in the State of New York will allow for a stronger understanding
of why principals decide to include or not to include arts education into their schools’
curriculum.
The perceptions of middle school principals, why schools do not fully follow the
requirements of the learning standards in the arts, and the challenges of offering arts
programming to students due to this highlighted problem are not fully explored by
3

existing literature. Therefore, the purpose of this qualitative exploratory case study was to
explore the perceptions of middle school principals and to gain a better understanding of
why their schools may not fully follow the New York State Education Department's
specific learning requirements of the arts. A secondary purpose was to better understand
the challenges that middle school principals experience when implementing arts
education into their curriculums. The purpose of this study addressed a social issue where
students were lacking a strong arts curriculum, which was not necessarily providing them
with a well-rounded educational experience as required and was possibly stunting their
readiness for tertiary education or a strong career (English et al., 2017; Kos, Jr., 2018;
Stringer, 2019).
Additionally, from a social perspective, there are many identified benefits of
integrating strong arts programming into middle school environments. Middle school
students who are exposed to arts education have been found to experience a plethora of
benefits such as that of improvement in critical thinking and problem-solving skills
(Maneen, 2016), a stronger development of creativity and imagination (Ozkan & Umdu
Topsakal, 2021), an increase of both social and emotional growth (Müller et al., 2018),
and stronger connections and engagement throughout their educational journeys (Müller
et al., 2018). Therefore, by addressing this study’s problem, a stronger understanding of
why arts programming was not integrated in middle school settings could assist in
strengthening the growth of students both inside and outside academic settings.
Theoretical/Conceptual Framework
This study was guided by three theoretical frameworks: (a) curriculum theory, (b)
decision-making theory, and (c) leadership theory.
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Curriculum Theory
Curriculum theory is defined as a framework that explains how an educational
institution decides what programs to teach and how learning will be measured
(Beauchamp, 1968). Therefore, curriculum theory can direct and guide administrators in
planning, developing, implementing, supervising, and evaluating curriculum
(Beauchamp, 1968). Curriculum theory was appropriate for this study, as this research
aimed to explore curriculum more so than pedagogy (Beauchamp, 1968). Curriculum
theory focuses on curriculum specifically because the framework is more interested in
how administrators decide what curricula they will offer to assess and monitor whether
learning objectives have been met (Beauchamp, 1968).
The benefits of curriculum theory are that it can encompass various perspectives
that include educational, philosophical, psychological, and sociological viewpoints
(Beauchamp, 1968). This was particularly important for this study, as it explored what
challenges middle school principals in New York experienced when incorporating the
New York State Department of Education’s specific learning standards of the arts.
Therefore, curriculum theory supported understanding differing experiences that evolved
from educational, philosophical, psychological, and sociological viewpoints.
When developing a curriculum, there are processes that schools take to build and
implement a program of study. Within the processes, there are seven steps that schools
should follow that are in alignment with curriculum theory: (a) intent, (b) program
building- content, (c) program building- teaching and learning, (d) program buildingassessment, (e) implementation and organization, (f) monitoring and evaluating, and (g)
analyzing (Watagodakumbura, 2017). Figure 1 highlights the curriculum development
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process that schools should follow when designing and developing a curriculum, as
illustrated by Watagodakumbura (2017).
Figure 1
Curriculum Development Process (Watagodakumbura, 2017)

Curriculum theory as a theoretical lens guided the research design because the
researcher was completing a qualitative exploratory case study. A case study is
exploratory in nature as it allows for a more comprehensive understanding of a complex
issue (Creswell & Poth, 2016). Therefore, this theoretical lens ensured that the researcher
was focusing on curriculum issues versus that of pedagogy and aligned the open-ended
and semi-structured interview questions with curriculum theory and the seven processes
that schools should follow when building and implementing an arts program.
Decision-Making Theory
The second theoretical framework that guided this study was decision-making
theory. Decision-making theory aims to assist in a stronger understanding of how
individuals should behave under experiences of risk and uncertainty (Simon, 1979).
Simon (1979) purported that it is essential for leaders to make decisions as soon as they
6

can, because a lack of a decision can impact an organization negatively. Additionally,
Simon reported that it is not only important to understand why a leader makes a decision,
but also why they do not make a decision. Simon argued that there is not necessarily one
course of action that can be taken and that leaders must consider internal factors that can
affect their decision-making processes. For example, some internal decision-making
factors include stress levels and personal motivations that can affect their capacity to
solve problems.
Decision-making theory as a theoretical framework is in alignment with this
current study because it allows for a better understanding of how middle school
principals make decisions and the internal factors that they experience in the face of such
decisions. Simon (1979) also reported that there are three steps in a decision-making
process:
1. Intelligence activity stage.
2. Design activity stage.
3. Choice activity stage.
The author purported that during the intelligence activity stage, individuals identify
problems in an organization and offer solutions through analyzing the problem and
discussing how it can be resolved. During the design activity stage, individuals examine
different strategies that they could choose from, highlighting the pros and cons of such
decisions. In the final stage, the choice activity stage, Simon (1979) purported individuals
made a choice from a list of suitable options. Placing the need for this theoretical
framework in the understanding of Simon (1979), middle school principals may
experience stressors or have personal motivations when deciding to include or not to
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include arts programming in their schools; this theory can assist in better understanding
their decision-making reasonings and processes.
Leadership Theory
The third theoretical framework that guided this study was leadership theory
Lewin (1944). In his leadership theory framework, Lewin (1944) identified three
different types of leadership: (a) autocratic leadership, (b) democratic leadership, and (c)
laissez-faire leadership. Autocratic leadership is when a leader makes all decisions, which
increases productivity in the short run, but decreases engagement, motivation, and
creativity of the followers over time (Wheeler, 2008). Democratic leadership is a
leadership style where the leader involves the entire team in decision-making processes
(Wheeler, 2008). Finally, laissez-faire leadership is when the leader allows team
members to make decisions, highlighting a hands-off approach (Wheeler, 2008).
This theoretical framework aligned well with this study because it assisted in
better understanding the nature of the leader when it came to decision-making. For
example, this framework assisted in understanding the traits and characteristics of middle
school principals that influenced decision-making processes regarding including or not
including the arts in their schools’ curriculum.
Significance/Importance of the Study
This study is significant on many levels. For example, because the New York
State Education Department (2015) mandates arts curriculums to be included in all grade
levels in a middle school environment, the problem being explored is therefore
highlighted as National Educational Goals not necessarily being met; students in a middle
school setting are not being provided with equitable educational opportunities (20 U.S.
Code 5812 National Education Goals). The results of this study provide a greater insight
8

into the challenges that middle school principals have when implementing arts
curriculum into their schools, which in turn could provide information on how principals
could be better supported to successfully implement arts curricula within the current
educational landscape.
This study is significant from an empirical research basis. Because there appeared
to be limited research completed within this area, this study aimed to bridge the gap that
had been identified within the literature. The gap in the literature highlighted that
although the New York State Education Department (2015) had implemented specific
arts education learning standards, schools were not providing adequate resources to their
students to complete these standards and fully immerse themselves in these subjects
(Medina, 2008; Stringer, 2019; The Center for Arts Education, 2009). Therefore, through
research, this study aimed to address the challenges that middle school principals
experienced when implementing arts curriculum as 22% of all middle schools in the state
of New York did not even have one full-time arts teacher, 16% did not have any arts
partnerships, and 10% did not have a dedicated room to complete these required classes
(Stringer, 2019). Additionally, Medina reported that in 2008, that roughly 30% of middle
school students in New York City were not receiving state mandated arts classes, while
the Center for Arts Education (2009) stated that nine percent of middle schools were not
offering arts education of any kind.
Finally, this study is also significant because it could aid in extending theory.
Because this study was guided by curriculum theory, it allowed this phenomenon to be
explored through a curriculum lens versus that of pedagogy. Because pedagogy is more
concerned with the methods or practices of teaching, a curriculum theory allowed for a
stronger understanding of the design and implementation of arts education in middle
9

school settings (Griffin, 2018). Therefore, curriculum theory could continue to be
expanded into arts education, demonstrating the importance of curriculum design from a
global perspective.
This research focused on a connection with social justice. For example, both the
New York State Education Department (2015) and Every Student Succeeds Act (2015)
mandate that all students should receive a well-rounded and comprehensive educational
experience. Within the state of New York, the Education Department has mandated
specific requirements for middle school students to be exposed to a variety of arts
programming. For example, students in grades five and six are required to complete
visual arts, music, dance, or theater classes, and students in grades seven and eight are
required to complete one half unit of study in the visual arts and another half unit of study
in music (New York State Education Department, 2015). However, because previous
research indicated that 22% of all middle schools in the state of New York did not even
have one full-time arts teacher, 16% did not have any arts partnerships, and 10% did not
have a dedicated room to complete these required classes (Stringer, 2019), this
highlighted a social justice issue. Middle school students in the state of New York may
not be experiencing a well-rounded educational experience as nine percent of middle
schools in certain areas of the state were not offering any arts education programs at all
(Center for Arts Education, 2009), providing them with a major disadvantage.
Additionally, English et al. (2017) argued that both college and career readiness begins
with a well-rounded education; if students are not provided with an optimal educational
experience, then they can experience setbacks in their futures.
From a student perspective, there are other areas of social injustice that could
occur from not exploring this topic. For example, research concluded that middle school
10

students who were not exposed to arts education experienced a plethora of drawbacks in
their growth, such as that of a stunted development of critical thinking and problem
solving skills (Maneen, 2016), a weaker development of creativity and imagination
(Ozkan & Umdu Topsakal, 2021), a decrease of both social and emotional growth
(Müller et al., 2018), and weaker connections and engagement throughout their
educational journeys (Müller et al., 2018).
Connection With Social Justice and/or Vincentian Mission in Education
This research was further connected to social justice from an institutional
perspective because it aimed to understand the challenges that middle school principals
experienced when implementing arts education curriculum. If principals are not
providing students with qualified arts teachers, appropriate learning spaces, and
connections with outside arts partnerships, they are not demonstrating serious
commitment in their overall curriculum alignment. A lack of arts teachers or unqualified
arts teachers signals that the arts are not taken seriously in a middle school environment,
further providing a significant disadvantage to students. Therefore, uncovering barriers
for educational systems improvement could allow for a stronger and more
comprehensive, well-rounded education for all students.
Research Questions
The following three research questions guided this study:
RQ1: What are the perceptions of principals regarding the inclusion of the arts in
middle schools in New York State?
RQ2: What challenges do middle school principals in New York experience
when incorporating the New York State Department of Education’s specific learning
standards of the arts?
11

RQ3: How do middle school principals in New York overcome any challenges
when incorporating the New York State Department of Education’s specific learning
standards of the arts?
Definition of Terms
The following terms are used frequently throughout this dissertation and are
therefore defined as follows:
Arts education. Arts education is the learning and teaching of both visual and
tangible arts (Dinham, 2019). Visual and tangible arts could include subjects such as
music, theater, visual arts, and dance.
Curriculum. Curriculum includes the subjects that comprise a course of study in
a middle school (Pierson et al., 2017).
Curriculum theory. Curriculum theory is a theoretical framework that focuses
on curriculum specifically because the framework is more interested in how
administrators decide what curricula they offer to their students, teach, and measure
learning objectives (Ingman et al., 2018). Curriculum theory encompasses various
perspectives that include educational, philosophical, psychological, and sociological
viewpoints (Griffin, 2018).
Dance education. Dance education is a specific practice that teaches students the
art of dance, as well as the different genres that it encompasses (Kassing & Jay, 2020).
Dance education should occur from a professionally trained dance instructor (Risner &
Schupp, 2020).
Decision-making theory. Decision-making theory is a theoretical framework that
facilitates a stronger understanding of how individuals should behave under experiences
of risk and uncertainty (Simon, 1979). Decision-making theory has three processes that
12

include: (a) the intelligence activity stage, (b) the design activity stage, and (c) the choice
activity stage. These processes assist individuals in making decisions (Simon, 1979).
Every Student Succeeds Act (2015). The Every Student Succeeds Act of 2015 is
a law of the United States that governs K-12 education policy (Adler-Greene, 2019). The
Act replaced the No Child Left Behind Act and aims to ensure that all public schools
provided a quality education for all children (Egalite et al., 2017).
Exploratory case study design. An exploratory case study aims to explore
specific phenomena that are complex that have limited previous research completed
(Creswell & Poth 2016) and typically consists of more than one data collection method
(Creswell & Creswell, 2017). This qualitative research design allows the researcher to
gain a more comprehensive understanding of the phenomenon (Creswell & Creswell,
2017).
Leadership theory. Leadership theory is a theoretical framework that, in this
study, supported understanding leaders’ traits and characteristics. Within this framework,
Lewin (1944) identified three different types of leadership: (a) autocratic leadership, (b)
democratic leadership, and (c) laissez-faire leadership. Autocratic leadership is when a
leader makes all decisions, which increases productivity in the short run, but decreases
engagement, motivation, and creativity of the followers over time (Wheeler, 2008).
Democratic leadership is a leadership style where the leader involves the entire team in
decision-making processes (Wheeler, 2008). Finally, laissez-faire leadership is when the
leader allows team members to make decisions, highlighting a hands-off approach
(Wheeler, 2008).
Learning standards of the arts. The New York State Department of Education
(2021) requires that students in a middle school setting in the state of New York complete
13

specific learning standards in the arts and complete visual arts, music, dance, or theater
classes in grades five and six (New York State Education Department, 2015). Students
studying within grades seven and eight must complete one half unit of study in the visual
arts and another half unit of study in music (New York State Education Department,
2015).
Music education. Music education is a field of study in a middle school setting
that focuses on both the practice and learning of music (Hess, 2017).
New York State Department of Education. The New York State Education
Department is a governing body that oversees more than 700 school districts in the state
of New York (New York State Education Department, 2015). Additionally, the
department oversees 3.2 million students.
Pedagogy. Pedagogy is the method or practice of teaching. Pedagogy assists in
understanding individuals’ approaches to how they teach and instruct their students
(Black & Wiliam, 2018).
Qualitative method. A qualitative method is a research design that aims to gain a
deep understanding of a phenomenon being explored and to uncover participants' world
views through their perceptions and lived experiences (Creswell & Creswell, 2017).
Theater art. Theater art is a practice of study in a middle school setting that
focuses on teaching students all aspects of the theater. For example, students learn
creative drama techniques with the aim of increasing imagination, movement, roleplaying, and the development of a stage presence (Elpus, 2020).
Visual arts. Visual arts is an area of study that aims to teach students drawing,
painting, mixed media, pottery, or sculpture (Arov & Jõgi, 2017).
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CHAPTER 2: LITERATURE REVIEW
The New York State Education Department (2015) requires middle school
students in the fifth and sixth grades to complete visual arts, music, dance, or theater
classes. Students in grades seven and eight are required to complete one-half unit of study
in the visual arts and another half unit of study in music (New York State Department,
2015). However, although the New York State Education Department (2015) has
mandated arts curriculum into all grade levels within a middle school environment,
schools are not complying due to the lack of resources. For example, 22% of all middle
schools in the state of New York do not even have one full-time teacher of the arts, 16%
do not have any arts partnerships, and 10% do not have a dedicated room to complete
these required classes (Stringer, 2019). Additionally, Medina (2008) highlighted that
roughly 30% of middle school students in New York City were not receiving state
mandated arts classes.
This problem led to the realization that the present study was needed, as existing
research did not address how middle school principals perceived arts education and its
implementation. The purpose of this qualitative exploratory case study is to explore the
perceptions of middle school principals in New York, to better understand why their
schools had not been fully following the New York State Education Department's
specific learning requirements of the arts. A secondary purpose is to better understand the
challenges that middle school principals experience when implementing arts education
into their curriculums. This study addressed a social issue, where students were lacking a
strong arts curriculum, which was not providing them with a well-rounded educational
experience as required, stunting their readiness to tertiary education or a strong career

15

pathway (English et al., 2017; Kos, Jr., 2018; Stringer, 2019). In this chapter, a literature
review situates the current topic and highlights the gap that this study is attempting to
close.
The researcher gathered many peer-reviewed materials published in the last five
years using relevant keywords. These materials came from peer-reviewed journals in the
databases of EBSCOHost, ERIC, Education Source, SAGE Journals, and Taylor and
Francis Online. Most sources provided a wealth of current peer-reviewed journal articles.
Keywords used included: arts integration, aesthetic education, arts-based education, arts
education in middle school level, expressive outcomes, public school budget cuts, school
budget, Elliot Eisner, ESSA, James Catterall, and NCLB. To ensure that the content
obtained was current in education, the publication years examined were 2017 through
present. Catterall (2002), a prominent researcher who demonstrated how the arts helped
decrease the achievement gap through a 12-year longitudinal study, was the seminal
material that aided this research. This and other seminal works were included despite
being published beyond the five-year scope.
Theoretical Framework
Three theoretical frameworks guided this study: (a) curriculum theory, (b)
decision-making theory, and (c) leadership theory.
Curriculum Theory
Curriculum theory guided this research. Curriculum theory was relevant for this
study because it focused on curriculum rather than teaching (Beauchamp, 1968). Because
the framework was primarily concerned with how administrators determined what
curricula they would provide to their students, teach, and assess learning outcomes,
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curriculum theory concentrated on curriculum particularly (Beauchamp, 1968).
Curriculum theory has the advantage of including a wide range of ideas, including
educational, philosophical, psychological, and sociological perspectives (Beauchamp,
1968). This was especially relevant for this study since it was unknown what difficulties
middle school principals in New York faced while implementing the New York State
Department of Education's specific arts learning requirements. Curriculum theory
supported various experiences arising from educational, philosophical, psychological,
and social perspectives. Curriculum theory also emphasizes the steps that schools take to
create and administer a curriculum. Within the procedures, schools should follow seven
steps: (a) intent, (b) program development- content, (c) program development- teaching
and learning, (d) program development- assessment, (e) implementation and
organization, (f) monitoring and evaluation, and (g) analysis (Watagodakumbura, 2017).
The educational goals of a school or district-wide curriculum are to make broad
generalizations about the outcomes students should expect after completing their formal
education; goals serve as a reminder to educators of what is truly important. A curriculum
is a set of guidelines for determining what students should learn. Curriculum
encompasses everything from notes to published formats in terms of planning and
resources. Curriculum development for the visual and performing arts has similar
challenges as curriculum development for other subjects. The purpose of a curriculum is
to define the learning experience for students of all ages. Different programs are
acceptable or suited for different groups and values in the community; there is no such
thing as a one-size-fits-all curriculum for a country as diverse as the United States.
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In his work about arts integration, Eisner (2002) presented the idea of implicit
curriculum. While portions of the explicit curriculum change over time, the implicit
curriculum persists; a printing unit in visual arts or a unit on the westward march in social
studies is here today and gone tomorrow. The implicit curriculum's characteristics are
still present. ESLRs, or Expected Schoolwide Learning Results, are an implicit
curriculum established by a district to represent the most comprehensive types of learning
objectives. The implicit curriculum is frequently found in a school districts’ visions or
mission statements. School culture heavily influences the implicit curriculum and how
instructors pass these beliefs to their students. This starts with academic preparation but
extends to concepts concerning informed citizenry and healthy mental habits such as
creativity, justice, and tolerance (Eisner, 2002). A null curriculum was the most
applicable to this present study. A null curriculum refers to what is not taught in school
and what pupils never experience the opportunity to learn. The null curriculum concept
has significant consequences for the arts. Like the explicit and implicit, the null
curriculum reflects the values of a district's community, parents, and instructors (Eisner,
2002). Whether directly or tacitly, what is not taught may be just as significant in
someone's life as what is taught. The goals of a curriculum are to achieve specific results.
It contains learning goals and objectives for students. It indicates some level of
reasonable preparation about what those goals will be, both across and within the
district's disciplines. A curriculum defines the key topics that pupils are expected to learn.
For example, Eisner says, the accepted content standards of a given subject regulate
curriculum in California, and the examinations are meant to represent what the standards
expect students to understand. The results are operationalized through content standards.
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Curriculum committees can establish the precise "major concepts" or "enduring
understandings" for each subject using a variety of materials, including, of course, the
standards (Eisner, 2002).
The idea of using the arts to improve academic achievement has gained much
traction in recent years. It aims to legitimize arts education by demonstrating how the arts
assist in improving academic achievement (Dinc & Karahan, 2021; Kisida, 2020). In
many respects, the prominence of this debate demonstrates what is prized, which is
undoubtedly academic success in today's environment of high-stakes testing. Students
will perform better if they take more arts classes (Dinc & Karahan, 2021; Kisida, 2020).
There is evidence from large-scale surveys indicating that high school students who take
one or more arts courses have considerably higher SAT scores. Many additional
assertions have connected academic success with the arts (Dinc & Karahan, 2021; Kisida,
2020). These studies suggest the idea of a null curriculum is valid.
Decision-Making Theory
Decision-making theory is intended to assist in a stronger understanding of how
individuals behave under experiences of risk and uncertainty (Simon, 1979). Simon
(1979) purported that it is essential for leaders to make decisions as soon as they can,
because a lack of a decision can impact an organization negatively; it is not only
important to understand why a leader makes a decision, but also why they do not make a
decision. It is not necessarily one course of action that can be taken, and leaders may be
influenced by factors that can affect their decision-making processes (Simon, 1979). For
example, some decision-making factors include stress levels and personal motivations
that can affect their capacity to solve problems.
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Lunenburg (2010) highlighted different factors that can influence decisionmaking processes that drive organizational change, such as economics, technology, laws
and government regulations, administrative processes, and problems with staffing needs.
However, Lunenburg also highlighted other factors known as resistance to change. The
author discussed that resistance to change factors can include uncertainty, group
resistance, and trust in administration. It is important to note that Lunenburg argued that
schools typically are resistant to major changes, as they are more comfortable with the
status quo. The author stated:
Given a choice, most school organizations prefer stability to change. Why?
Because the more predictable and routine activities are, the higher the level of
efficiency that can be obtained. Thus, the status quo is preferred in many cases.
However, schools are not static, but continuously change in response to a variety
of forces coming from both inside and outside the school. For school leaders, the
challenge is to anticipate and direct change processes so that school performance
is improved. (p. 2)
To better understand the difficulties that principals can experience when making
decisions, it can be helpful to highlight the work of Lewin (1951). Lewin developed the
force-field analysis concept that purports that within a school, there is oftentimes a blend
of dynamic forces that operate against the organization. Therefore, Lewin discussed the
importance of school principals having to play a major role in initiating change and its
resistance. The force-field analysis concept is highlighted in Figure 2.
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Figure 2
Force-Field Analysis (Lewin, 1951)

When initiating change, Lewin (1951) highlighted three steps: (a) unfreezing, (b)
moving, and (c) refreezing. Unfreezing is the first step, where leaders of schools must
work to reduce the number of restraining forces that stop change from occurring. For
example, school principals should work to introduce new information that depicts
inadequacies or decreases the current strength of force that goes against the organization.
Moving is the second step, where school principals should begin working to develop new
“values, attitudes, and behaviors through internalization, identification, or change in
structure” (Lunenburg, 2010, p. 7).
Restructuring of staff, adding new curricula that support change, and developing
new policies and procedures are some examples of how principals operate within the
moving stage. The final step is that of refreezing. Lewin (1951) reported that it was
important for principals to refreeze, or to stabilize changes made, to make these new
decisions the norm and culture of the school. Regarding refreezing, Lunenburg (2010)
stated: “changes in school culture, changes in staff norms, changes in school policy, or
modifications in school structure often accomplish this” (p. 7).
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Leadership Theory
Leadership theory was the third framework that guided this study. In his
leadership theoretical framework, Lewin (1944) identified three different types of
leadership: (a) autocratic leadership, (b) democratic leadership, and (c) laissez-faire
leadership. Autocratic leadership is where a leader makes all decisions, which increases
productivity in the short run, but decreases engagement, motivation, and creativity of the
followers over time (Wheeler, 2008). Democratic leadership is a leadership style where
the leader involves the entire team in decision-making processes (Wheeler, 2008).
Finally, laissez-faire leadership is where the leader allows team members to make
decisions, highlighting a hands-off approach (Wheeler, 2008).
Previous studies discussed the importance of leadership theory in educational
research (Hoppey & McLeskey, 2010; Provost et al., 2010). For example, Hoppey and
McLeskey (2010) discussed how crucial effective principal leadership is when making
decisions. The authors completed a qualitative study that focused on one principal and
how he demonstrated effective leadership when developing a model program for his
school. The results of the study found that the principal perceived his main role in the
school as supporting his teachers. Additionally, the principal reported that he
demonstrated leadership characteristics of nurturing and caring for his staff, while also
offering strong professional development programs. This falls under Lewin’s democratic
leadership style, highlighting that Hoppey and McLeskey’s (2010) study depicted a
democratic style of leadership as being the most influential and effective when eliciting
change in a school environment.
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Provost et al. (2010) also completed a study that followed Lewin’s (1951)
leadership theory. The study examined principal leadership and its effectiveness in
relation to education reforms. Conducting a quantitative study, the authors collected data
from principals and educational administrators to determine how the perceptions of
school leaders aligned with educational reform. The results concluded that to be effective
as a leader, principals must hold high expectations of staff performance, communicate
instructional goals, and encourage discussions of instructional goals. These results are in
alignment with Lewin (1951) where he highlighted that democratic leadership is most
effective when involving the entire team. Additionally, the results of the Provost et al.
study are also in alignment with decision-making theory, as the participants reported that
effective leadership in relation to education reform was encapsulated by the three steps
highlighted in a force-field analysis. In this instance, the school leaders were
demonstrating unfreezing, moving, and refreezing behaviors, by introducing new
information, developing new values and attitudes, and making decisions the norm of the
school (Lunenburg, 2010).
Review of Related Literature
History of Arts Education in the United States
In the United States, initiatives to include the arts in public education from prekindergarten through grade 12 have a lengthy history. This activism has grown in
reaction to public outcry that schools were removing arts education due to perceived
misalignment between arts education and academic programs, a lack of resources, and a
lack of empirical data on the benefit of arts education on student outcomes. Budgetary
restrictions also play a role in the availability of arts in prekindergarten through grade 12
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(Ludwig et al., 2017). Teachers working in schools where most of the student population
is from low-income families and with a diverse population of students are more likely to
reveal that time spent in arts education and integration is significantly reduced (Ludwig et
al., 2017). According to the United States Government Accountability Office (GAO),
significant budgetary limitations and school improvement programs affect priorities
placed on arts education (Ludwig et al., 2017). Advocates for the arts in education have
emphasized their ability to improve a variety of academic, social-emotional, and
behavioral outcomes for students, including their ability to foster school spirit. In recent
years, efforts to reform low-performing schools have sparked interest in how the arts may
help economically disadvantaged students and support additional education challenges
that hinder student success (Toppo et al., 2016).
Curriculum and school reform have received much attention in education in the
21st century. Due to legislative obligations, accountability expectations, student benefits,
and time limits, educators are faced with a slew of options about what to include and
what to leave out of the curriculum. Following the launch of Sputnik, the world's first
unmanned spacecraft by the Russians in 1957, American school reformers focused more
on science, math, technology, foreign languages, and other conventional liberal arts
subjects (Tyack & Cuban, 1997). National school reform efforts aimed at promoting
equality, ethnic self-determination, and freedom from bureaucratic constraints swept the
United States in the 1960s and early 1970s (Tyack & Cuban, 1997). During the 1980s,
one of the most effective strategies for school reform was enacted.
The National Commission on Excellence in Education (1983) discovered that
deficiencies in the educational process were causing a reduction in student performance.
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Schools continued to educate their students in the same manner. Poor quality was
attributed to four factors: (a) a diluted, diffused, and homogenized curriculum; (b) low
expectations; (c) inefficient use of time spent on schoolwork; and (d) insufficient teacher
development programs. The Nation at Risk study (National Commission on Excellence in
Education, 1983) raised public awareness about the need for educational reform and
called for federal action.
Research suggests there is also a link between visual arts exposure and expressive
language abilities (Hui & Lao, 2006). When adopting visual thinking tools, students have
been shown to demonstrate higher levels of engagement in classroom discussions,
provide more extensive analyses of concepts, and communicate their thoughts as
metaphorical stories using more adult vocabulary when describing their drawings (Hui &
Lao, 2006). This demonstrates how the arts could help students study in other subject
areas. In mathematics, there is a beneficial association between arts education and
academic outcomes. For example, children who were motivated to practice a particular
art form, had improved attention and overall intelligence (Asbury & Rich, 2008). The
study of how arts experiences affect cognitive development is still ongoing in the realm
of neuroscience. The history of how arts education has evolved into what it is today can
be attributed to two significant laws, which include two significant eras in arts education;
the No Child Left Behind Act (NCLB) of 2001, and Every Student Succeeds Act (ESSA)
of 2015.
The No Child Left Behind Act of 2001
The United States Congress passed the No Child Left Behind Act in 2001, during
the George W. Bush administration (Jolly & Makel, 2010; Jorgensen & Hoffmann, 2003;
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Lamura, 2012). While the purpose of NCLB was to ensure that all children had a fair,
equal, and significant opportunity to access and experience high quality education, the
Act ended up reinforcing merely the idea or rhetoric that all children should achieve
proficiency as proven by their scores on challenging, standardized academic tests
(Cawell, 2006; Chapman, 2005; Grey, 2009; Motto, 2010). NCLB effectively mandated
that states conduct standardized exams, where schools had to demonstrate that they were
making acceptable yearly progress (AYP). Based on the results of these tests, if schools
failed to achieve annual progress, they could face federal funding reductions or
elimination (Cawell, 2006; Chapman, 2005; Grey, 2009; Motto, 2010). The outcomes of
such rhetoric were entirely natural. With the Act in place, schools placed greater
emphasis on tested topics while providing less time and resources to those subjects that
were not being tested, including the arts (Cawell, 2006; Chapman, 2005; Grey, 2009;
Motto, 2010).
The irony is that a lack of appropriate arts education prevents children from
receiving the high-quality education that NCLB professed to promote but failed to
sufficiently define—relying instead on the circular reasoning that proficiency testing
results in a high-quality education (Cawell, 2006; Chapman, 2005; Grey, 2009; Motto,
2010). NCLB strived to provide all students with a high-quality education by establishing
accountability systems and yearly examinations; however, the Act fell short of this aim
due to its over-reliance on standardized testing in a few topics to determine student
progress and educational success (Cawell, 2006; Chapman, 2005; Grey, 2009; Motto,
2010).
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NCLB naturally had significant implications for arts integration in the United
States, especially for adolescent students. An integrated and ongoing arts education
program not only enhances students’ academic success as measured by standardized
exams but also permits them to surpass their classmates. However, the Act made this
impossible. An early study by Catterrall (2002), wherein 25,000 children in grades 8
through 12 were observed for ten years, revealed just how essential arts was for the
overall educational outcomes of students. The researcher examined two possible effects
of arts education. The first was on the effects of students' general engagement in all arts
disciplines. The second was on the impact of arts education on students' prolonged
interest in one art form. Results revealed that the students who had a high level of
participation in and exposure to arts education outperformed students who had little or no
exposure to the arts in various ways. As high as 82.6% of eighth graders who were
heavily active in the arts achieved higher scores in their English classes, receiving As and
Bs, compared to just 67.2% of students who had had little to no arts education exposure.
This early study also revealed how important arts education could be in preventing
students from dropping out and pushing them to persevere in other core classes. Results
showed that by the 10th grade, 3.7% of eighth grade students with little or no
participation in the arts had dropped out, and nearly half of them, 45.9%, revealed they
suffered from immense boredom (Catterrall, 2002). Results also highlighted that upon
reaching the 12th grade, the relationship between exposure to arts education and students’
academic success had become even more significant—the gap between those who had
adequate exposure to the arts and those who had not grown widened. Because the
inherent character of the arts encourages cognitive growth and drives achievement levels,
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Catterall concluded that students who were heavily active in the arts did better
academically and socially. Catterall also highlighted the value of an arts education in
maintaining young brains interested in studying and succeeding academically. Catterall
also observed that arts education significantly impacted students from lower
socioeconomic households and diverse ethnic groups. These figures are particularly
noteworthy because one of the goals of NCLB and its predecessors was to enhance
education for minority and low-income students. However, what transpired because of
NCLB’s emphasis on standardized testing to measure academic performance made arts
education a non-priority.
Under the Act, for over two decades, federal, state, and local governments have
utilized standardized testing to enhance the United States public education system and
provide students a high-quality education. As it became clearer that student performance
on standardized tests might be the sole measurement used to determine the worth of
education and its quality levels, schools allocated resources and time in teaching students
how to pass the topics found on these exams (Chapman, 2004; Kratochvil, 2009). Nontested courses like social studies, history, civics, and most importantly for the present
topic, arts, have taken a backseat or been removed entirely in many schools to provide
time and resources for test preparation (Chapman, 2004; Kratochvil, 2009).
Throughout the years, standardized testing has sparked much debate: critics
argued that these types of assessments have not yet shown to be a trustworthy indicator of
a student's knowledge and potential or an acceptable instrument for evaluating a school's
quality. Furthermore, because of the growing emphasis on student performance on
standardized exams, students have less opportunity to receive a well-rounded education
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that includes non-tested but essential topics like the arts (Chapman, 2004; Kratochvil,
2009).
Depriving students of an adequate arts education deprives them of the opportunity
to develop crucial intellectual, creative, and social skills intrinsic to artistic study. Art is a
tool for individuals to comprehend the world and a manner for them to communicate and
share personal and communal experiences (Chapman, 2004; Kratochvil, 2009).
According to statistics, students who attend schools with a consistent and comprehensive
arts program are more likely to succeed, have greater overall academic and social
outcomes than students who attend schools where arts exposure is limited or intermittent.
Furthermore, students who participated in a creative effort had higher test scores and
greater improvement rates in professional and life skills, including drive, responsibility,
and teamwork (Chapman, 2004; Kratochvil, 2009).
The Every Student Succeeds Act of 2015
The Every Student Succeeds Act (ESSA) was signed into law on December 10,
2015. On July 1, 2016, amendments impacting non-competitive financial distributions
became enforceable. The final regulations for state assessment requirements under Title I
Parts A and B were released in December 2016. They all went into effect starting from
January 9, 2017. On the other hand, rules and regulations on accountability, state plans,
and data reporting requirements took effect on January 30, 2017 (Richerme, 2021; Tuttle,
2020; Wan et al., 2018). While a significant upgrade from the NLCB Act, the two Acts
share many similar educational policy goals. Both were about ensuring robust state and
local education accountability systems that can effectively track school and student
performance and crafting evidence-based solutions to the myriad of challenges students
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face. However, what sets the new legislation apart is that it takes a less prescriptive
approach to how states will achieve these goals, which was one of the main criticisms of
NCLB. Instead, ESSA focuses on specific areas that require more attention. Rural
schools and specific student groupings, such as children with impairments, economically
disadvantaged students, and English Language Learners are priority areas (Richerme,
2021; Tuttle, 2020; Wan et al., 2018). What is new with ESSA is that states now have
more freedom in deciding which indicators to include in their accountability systems and
what goals to establish for improved student outcomes.
ESSA is replete with repeating themes such as equity and access, a well-rounded
education, college and job preparedness, flexibility and choice at the state and local
levels, and enhanced stakeholder participation. For all students, many parts of NCLB that
encouraged fair opportunities for all students are preserved in ESSA. ESSA also includes
specific additional requirements for low-performing schools to declare their financial
allocation to help low-performing students, showing that monies are being directed to the
children who need it the most (Richerme, 2021; Tuttle, 2020; Wan et al., 2018).
The more striking difference between NCLB and ESSA is that the latter is not just
concerned about academic performance or scores. Instead, it aims to ensure that all
students receive a well-rounded education. The new law goes beyond what NCLB
required in terms of providing high-quality, well-rounded education. ESSA requires
states to design their curricular ideas and methods to integrate writing, engineering,
music, health, technology, computer science, vocational and technical education, and
physical education in the overall educational experiences of their students. This means
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providing similar importance to core and non-core but important subjects (Richerme,
2021; Tuttle, 2020; Wan et al., 2018).
ESSA (2015) calls for prioritization of all the academic subjects of English
language arts, civics and government, mathematics, history, geography, science, foreign
languages, economics, and the arts (Richerme, 2021; Tuttle, 2020; Wan et al., 2018).
ESSA also offers several approaches for educators to enhance student success, including
arts education-related initiatives and funding sources (Wan et al., 2018). Education
organizations must demonstrate proof that their proposed program will support or
improve student outcomes to receive funding. These organizations might find it
challenging to select the best evidence-based arts education solution for their children and
secure the money to put it into place (War et al., 2018). AIR conducted a study evaluation
in collaboration with the Wallace Foundation, evaluating hundreds of publications to find
arts education initiatives that met the ESSA evidence-based requirements. In their study
of how ESSA is enhancing art education, Wan et al. (2018) included an overview of the
ESSA evidence criteria and a list of 88 arts education initiatives that were ESSA-eligible.
The following were some of the research review's findings. ESSA can provide the muchneeded funding to help ensure that students have access to a well-rounded education,
which, therefore, meant that arts and music were not disregarded and pushed aside. It also
meant there were more funds for state and local education agencies and schools to
implement arts education interventions for students. According to Wan et al. (2018),
practitioners and policymakers should consider the following three recommendations: (a)
consider carefully which ESSA funding program(s) to pursue in order to finance a
planned arts education initiative; (b) evaluate the theoretical and empirical support for a
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proposed arts education intervention, taking into account issues such as the sorts of
activities necessary and allowed, the amount and length of financing, and the degree of
proof required; and (c) before beginning a search for arts education treatments that
enhance student outcomes, start with an improvement objective connected to a specific
art genre and chose the intervention most likely to help accomplish that goal using a
conservative interpretation of the ESSA evidence-based criteria.
From STEM to STEAM
Another critical pathway toward the discussion of arts integration today is the
increasing calls for STEM to STEAM. In the 1990s, the STEM (Science-TechnologyEngineering-Mathematics) movement began to take shape in the United States, with the
National Science Foundation (NSF) playing a pivotal role. This project sparked
significant interest but was not taken seriously by the United States government until
2010 (Asimova et al., 2020; Boice et al., 2021; Hunter-Doniger, 2018). President Barack
Obama supported the project in 2012 to employ STEM instructors and address the
scarcity of students in these subjects, compared to nations like China. The intention was
to remain economically competitive by cultivating a STEM identity. Later, it was applied
to education through ideas aimed at integrating the four disciplines that make up the
STEM acronym (Asimova et al., 2020; Boice et al., 2021; Hunter-Doniger, 20180).
However, the continued focus on STEM resulted in a decline in the provision of
arts education virtually everywhere. As students are exposed to the idea that science,
technology, engineering, and mathematics subjects are most important and should be
prioritized, they disregard their needs for artistic training. This quest for integration stems
from a desire to provide an increased well-rounded education to future generations, as
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well as social and economic uncertainties (Asimova et al., 2020; Boice et al., 2021;
Hunter-Doniger, 2018). To capture and understand the nuances and interpretations of
human behavior, professionals in the arts, humanities, and social sciences will be
required in addition to scientists and technology experts (Aróstegui et al., 2019). As a
result, the borders between the information transmitted and the heirs to increasingly more
specialized academic fields are blurring. A perceived need for more integrated education
in accordance with economic and cultural globalization is emerging. The recent
expansion of the abbreviation STEM to STEAM, which includes A for the arts and, by
extension, the humanities, is one example of this convergence (Aróstegui et al., 2019). As
a result, the transition from STEM skills to STEAM skills, or the integration of the arts
and all humanities as the heart of curricular design, is becoming a hot topic in education
today (Aróstegui et al., 2019).
According to Milara et al. (2020), incorporating STEAM techniques and digital
manufacturing processes into formal schooling is becoming increasingly popular.
Alternatively, teachers have consistently identified a series of roadblocks that prevent
them from succeeding. This integration necessitates several modifications to a school's
structure, resources, and teacher training.
Seminal Studies on Arts Integration in the United States Curriculum
One of the early proponents of arts integration, Elliot Eisner, said that the arts
should teach core curriculum rather than extracurricular (Eisner, 1982; Eisner 2005).
According to Eisner (2005), the arts teach students because these subjects allow students'
brains to learn in unique ways, enhance communication, and enrich their lives. Elliot
Eisner and Harry Broudy were pioneers of arts integration, according to Bresler (1995):
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"It is only when the subject matter is met repeatedly in a wide range of sources that it
becomes part of the fundamental structure of the mind" (p. 577). Using a range of
resources, arts integration is an excellent approach to introduce students to the
curriculum. Even the phrase arts integration has evolved through time to encompass a
variety of meanings. Other names for arts integration include arts infusion, arts-based,
arts immersion, and multidisciplinary learning (Cornett, 2011).
Eisner (1979) advocated for arts integration when he first began fighting for the
arts in schools during the late 1960s, claiming that the arts should be incorporated as an
essential curriculum component. According to Eisner (2002), arts integration is the
integration of arts curriculum into non-arts subjects. Eisner's (2002) book refuted the
myth that the arts were cognitively undemanding or not rigorous like other subjects. Such
notions can lead to the unwarranted downplaying of the value of arts. According to
Eisner (2002), the link between arts integration and cognitive and academic advances
enables learning from and through the arts to other learning environments.
Beane (1997) argued for integrating information and thought across disciplines,
where students apply what they have learned in one field to problems in another. Many of
the practices involved with arts integration are congruent with this mindset. Greene, a
teacher, and education theorist is often referred to as a Dewey descendant. He is also
staunch in support of arts integration. According to Greene (2002), bringing together
literature, visual arts, theater, music, and dance with other non-arts-based subjects can
improve cognitive, emotional, and psychomotor domains, supporting all learning styles
and skill levels.
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Advocates for arts integration have purported that the arts provide new, inventive,
and exciting methods to approach teaching and learning. Studies show that the arts might
be used to communicate information (Rabkin & Redmond, 2006; Wakeford, 2004). The
arts are a facilitator of learning when used in this way (Wakeford, 2004). According to
Rabkin and Redmond (2006), integrated arts education is not the same as traditional arts
education. It is intended to encourage students to transfer their learning from the arts to
other disciplines and the arts to the skills they will need to be successful adults. It is also
meant to engage children and leverage development and learning throughout the
curriculum by utilizing the arts' emotional, social, and sensory components.
One seminal study conducted on the benefits of art integration was by Catterall
(2002). Catterall compiled various studies on learning in the visual arts, music, theater,
dance, and multi-arts programs. Scholars compiled a list of more than 60 studies and
outlined their contributions to knowledge. In addition, each work was discussed by two
professional researchers. A closing chapter in the book discussed broad difficulties
concerning the transfer of learning from the arts. The idea that the arts were frivolous
additions to a serious curriculum was entirely false.
Students who participate in the arts have improved grades and a greater rate of
college enrollment. According to the study, high arts participation is also linked to
improved test scores, honor society membership, graduation rates, volunteering, and
involvement in school or local politics (Catterall et al., 2002). According to Catterall et
al. (2002), arts-engaged low-income students perform better than average higher-income
students. As a result, arts education may provide a solution for students from
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disadvantaged socioeconomic backgrounds to close the achievement gap between them
and their peers.
This section showed that many earlier researchers before the NCLB and ESSA
already highlighted the value of arts education and art integration. While arts education is
not described as a silver bullet for many schools' problems, it does deserve a place in the
curriculum because of its close links to almost everything that is desired for students and
schools. However, researchers concluded that it was likely that the arts had a significant
relationship with cognitive development in the long run, which can improve performance
in many aspects of schooling, particularly in areas like motivation, attention, focus, shortand long-term memory, sequential learning, observational skills, and information
manipulation.
Benefits of Arts Integration on Academic Performance after NCLB Era
Recent studies have highlighted the benefits of arts education and integration on
students' academic achievement. According to Miller (2016), having the arts in school is
advantageous but employing arts integration as a framework for teaching may improve
students' subject knowledge and test results. Instead of absorbing information, arts
integration helps pupils expand their understanding via experiences (Goering &
Strayhorn, 2016). According to Pruitt et al. (2014), arts integration dramatically improves
students' higher order thinking skills. Children who participated in arts integration
programs performed higher on state tests than students who received standard academic
or teaching of the arts, according to a three-year study of Chicago public schools (Scripp
& Paradis, 2014). Students benefit from arts integration because it allows them to gain a
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deeper grasp of the content while encouraging them to retain and apply what they have
learned in different situations (Wolkowicz, 2017).
Additional studies have demonstrated similar results. Brown et al. (2018)
discovered that students in an early learning head start program who were exposed to arts
integration had higher school preparedness and social awareness than those who were
not. One of the most significant advantages of arts integration is that it improves student
performance. Many studies have examined the efficacy of arts integration in a particular
subject area. According to Ellrodt et al. (2014), including the performing arts within
literacy and language arts curricula improved student growth and success. The impacts of
arts integration on fifth-grade students’ learning astronomy and ecology were studied by
Hardiman et al. (2014). According to the findings, students who were exposed to arts
integration had an improved long-term recall of the information.
Ahlskog-Björkman and Björklund (2016) explored combining arts and math and
concluded that it assisted students in obtaining a deeper and more conceptual
understanding of both material and educational concepts. When comparing the
experimental group of students who experienced arts integration to the control group of
students who received standard mathematics teaching, Brezovnik (2015) found that arts
integration had a beneficial impact on student success. When diverse visual art forms
were introduced into the curriculum, social studies instructors noted improved student
engagement and knowledge (Taylor et al., 2014). According to Lyons and Mallette
(2018), incorporating a photo mosaic visual art exercise into a family consumer science
lesson resulted in higher engagement, creativity, and critical thinking levels. Casey et al.
(2018) investigated the usefulness of combining visual arts and science to improve
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English language learners' performance. Results showed that this program led to students'
higher active engagement in learning, vocabulary acquisition, and academic achievement.
McGarry (2018) also performed research for first-grade students that found improved
student engagement and critical thinking when combining visual arts and civics.
In many regions of the world, the arts have been featured in educational curricula
for various reasons. Both prevalent causes and socioeconomic necessities have affected
arts education in the United States (Dinc & Karahan, 2021). Educators continue to
develop instructional techniques to integrate the arts into the overall school curriculum.
Those who support the arts continue to show compelling evidence connecting arts
education and student progress because arts have been shown to improve language,
imagination, perception, and planning abilities (Dinc & Karahan, 2021). Memory,
judgment, problem-solving, and meta-cognition are all part of these processes. It is also
claimed that participating in the arts fosters a deeper conceptual understanding while
improving cerebral functions (Dinc & Karahan, 2021).
Furthermore, arts education aids in the social development of individuals. Arts
education is the foundation for learning how to adapt to society, collaborate well, and
communicate effectively; there is a strong connection between artistic activity and
academic ability (Dinc & Karahan, 2021). According to a study published by the
National Association for Arts Education, incorporating the arts enables them to be more
open with their feelings, creative in their analyzing issues, and willing to take some
calculated risks, which overall improve other core subject areas. In this context, it has
been determined that incorporating the arts into a classroom improves academic
performance (Lynch, 2007). Cohen and Johnson's (2015) study, which examined the
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impact of drawing on grasping themes and concepts, came up with positive results.
Researchers discovered evidence that scientific concepts and language could be learned
permanently by drawing in this quasi-experimental study. The writers concluded that it
was more vital to be involved in the drawing process than make the best drawing (Cohen
& Johnsen, 2015).
Additionally, some research on the principles of brain function has supported the
presentation of information in varied contexts through tangible experiences since it
promotes coding variability (Dinc & Karahan, 2021). Studies have shown that as the
brain is engaged in problem-solving, all other cognitive elements of elevated memory,
emotion, language, and active learning are improved as well (Dinc & Karahan, 2021).
Oreck (2004) explored teacher attitudes, perceptions, and factors that supported or
limited arts use in the classroom. Teachers indicated three requirements for adding arts
practices into their lessons: (a) appropriate planning time, (b) supervisor support, and (c)
adequate space. Despite pressure to standardize instruction, the study found that teachers'
attitudes and beliefs permitted them to use the arts. Professional development programs
encouraged teachers to improve their skills to teach the arts, resulting in increased risktaking, increased confidence, and increased enjoyment in the classroom (Oreck, 2004).
Students that were motivated and interested in learning were found by teachers who used
various arts integration approaches.
According to Snyder et al. (2014), when arts integration was introduced during
the research, there was a 77% reduction in student discipline referrals. According to
Duma (2014), students that participate in arts integration have improved social skills
development. Students' creativity, originality, and higher order thinking skills are boosted
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when exposed to the arts (Miller, 2016). According to Bautista et al. (2016), arts
integration integrates inquiry-based learning, encouraging students to explore and be
creative.
According to Kisida et al. (2020), education officials make challenging decisions
on school curricula when faced with accountability demands and limited resources. Arts
and humanities teaching has received less attention in recent years. Partnering with arts
and cultural groups to provide arts learning opportunities through integration is one
potential option for schools to fill this gap. However, there is insufficient data on the
effectiveness of such programs. Kisida et al. (2020) assessed one such collaboration by
investigating the effectiveness of a program that combined history and theater. The
authors made causal conclusions about the program's impact by randomly assigning
school groups to participate in it. Because of this curriculum, students showed increased
historical subject understanding, passion for learning about history, historical empathy,
and interest in the performing arts. These findings demonstrated that arts-integrated
learning experiences given through school collaborations with arts groups have
significant educational advantages.
Through a pluralistic lens of creative engagement in learning, Anderson et al.
(2020) investigated middle school students' perspectives and experiences engaging in an
arts integration learning model. The researchers gathered data from 86 students between
the sixth and seventh grades across small and mid-sized cities in the Pacific Northwest.
The researchers made use of a grounded theory technique to investigate how early
adolescent learners developed creative engagement. The schools that took part in the
study were part of a broader mixed-methods research project and received much help in
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developing schoolwide arts integration. Results revealed that the students enjoyed arts
integration and that it allowed for many quality learning possibilities for (a) choice, (b)
expression of their unique interpretations, (c) taking chances and creating mistakes, (d)
identifying and using their Studio Habits of Mind, and (e) motivation and involvement in
learning. The demand for competency, belonging, and autonomy were critical learning
environment conditions, while meaning making was critical in the creative engagement
process.
Hunter-Doniger (2018) claimed that since the beginning of formal schooling in
the 1800s, arts integration in school-based curricula had already become a hot topic in the
United States. Visual arts, music, theater, and dance are utilized with a language arts,
math, science, and social studies curriculum. The researchers examined the effects of
school-based arts integration on urban students’ academic success, gathering data from a
total of nine research works. The findings showed that an arts-integrated curriculum
improved academic success among urban students. Despite the favorable effects of arts
integration, existing research did not provide a conclusive explanation for why arts
integration had such a strong influence on student achievement. Compared to prospective
developmental gains in executive function (representational knowledge, operational
processes, and self-regulation) from an arts integration program, the data implied that
advances in core subject knowledge may be a modest effect. Based on the findings,
opportunities for future study in arts integration programs should focus on the concept of
executive function.
Miller et al. (2020) evaluated a four-year initiative called "Arts Integration: From
Vision to Implementation." Under this program, participating schools incorporated dance,
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music, visual arts, and theater into their existing curricula. The program offered the
participants an artist-in-residence experience, enabling effective professional
development for classroom teachers and artist-teachers. Such a setup also served as an
outlet for their cooperation in designing and implementing arts-integrated classroombased learning. The goal of this initiative was to enhance lesson design, teaching quality,
and student involvement in the overall learning process. This enabled them to own their
learning while acquiring arts-related study habits. Another crucial goal was to witness
arts integration leading to higher levels of math and reading success. Annually,
approximately 900 students in participating schools were served by this program. Only
students in participating and control classrooms, whose instructors consented to be
included in the assessment, had their data gathered. Classrooms that participated were
selected from three schools that had arts-integrated learning. Control classrooms were
selected from two schools with similar demographics that did not participate in the
experiment. The information was gathered from 54 treatment classrooms and 50 control
classrooms; there were 969 pupils in the treatment classrooms and 962 students in the
control classrooms. The assessment portion of the study included 35 participating
classroom teachers, 32 control classroom teachers, and 16 teaching artists. Arts
integration resulted in a variety of positive results for the students who took part in the
program and the instructors and teaching artists who helped them. This assessment
revealed many positive benefits in terms of teaching quality, student involvement, and
learning habits. The value of arts has undoubtedly been highlighted in this study. The
researchers also provided a range of suggestions for improving the design and
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implementation of similar arts-integration initiatives and lessons learned through the
assessment process.
This section showed that in the literature both before and after the NCLB era, arts
education, and arts integration, to value arts courses and core courses at the same time,
remain as important (see Table 1 for summary of literature). Students benefit from arts
integration in more ways than one. Arts integration assists students to collaborate while
engaging in project-based learning. Researchers have concluded that when arts
integration was employed, students demonstrated significant engagement and interest in
the content while learning to articulate and express sentiments appropriately. Some of the
studies also concluded that arts integration had a positive influence on both the students
and teachers themselves.
Table 1
Main Literature on Benefits of Arts Integration
Study

Purpose

Sample

Miller
(2016)

To determine
what are the
attitudes of K-6
teachers have
towards arts
integration and
their willingness
to apply such in
their own
classrooms.

69 teachers
randomized
into control
and
experimental
groups

Goering &
Strayhorn
(2016)

To explore
teachers’
experiences of
how music
education leads
to better English
subject
performance.

Two teachers

Instruments

Procedures

Findings

PACT and
A+ TOP
Survey

Postimplementation
survey,
observational
data

Teachers value
and are willing
to engage in arts
integration, as
they believe that
employing arts
integration may
improve
students' subject
knowledge and
test results.

Narrative
analysis

2 teachers were
asked to narrate
their
experiences

Musical arts
integration leads
to better English
performance
because
students expand
their thinking
and language
skills.
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Study

Purpose

Sample

Instruments

Procedures

Findings

Scripp &
Paradis
(2014)

To explore
whether there is
a significant
relationship
between arts
integration and
test scores
among students
in Chicago
public schools
spanning three
years.

Six
neighborhood
public
elementary
schools

Survey,
interview,
and
performance
assessment
instruments

Correlation and
stepwise
regression
analyses

Students who
received
exclusively
academic and
no arts
integration
classes have
lower test scores
than students of
arts integration
classes.

Pruitt et al.
(2014)

To determine
how translation
is evident in
interdisciplinary
arts instruction
and how
students are
affected by it.

Six out of 32
residencies
that took
place in
Project AIM
during the
2010-2011
and 20112012 school
years.

Student
surveys,
student
interviews,
teacher-artist
interviews

Observed
planning
sessions and
classroom
instruction, and
gathering of
classroom
archival data

Arts integration
greatly
enhances
students' higher
order thinking
skills.

Brown et
al. (2018)

Examined the
effects of an
intensive arts
integration
disadvantaged
students’ school
readiness. The
students were
presently
attending Head
Start preschool.

265 children,
ages 3–5
years -197
with arts
integration
classes, the
rest do not.

Bracken
Basic
Concepts
Scale, Third
EditionReceptive
(BBCS-3:
R)

Repeatedmeasures
multivariate
analysis of
covariance
(MANCOVA

Arts-integrated
preschool
improves
general school
readiness of
students better
than non-artsintegrated
preschool.

Benefits of Arts Integration on Socio-Emotional Development
Holochwost et al. (2021) conducted a synthesis of available research and
advocated that arts education can effectively and positively impact children’s
socioemotional development, depending on the immediate and broader contexts in which
that program or activity occurs. According to Omasta et al. (2020), extrinsic advantages
of arts study, such as social-emotional learning (SEL), are frequently cited by arts
44

education supporters. Omasta et al. examined if the standards used by the National Core
Arts Standards (NCAS) to measure dance, media arts, music, theater, and visual arts are
aligned with standards being practiced in the state of Illinois. A team of arts education
specialists coded 15,500 intersections between arts standards and SEL objectives. They
discovered much in direct alignment between the NCAS and SEL goals, but just a few
instances of direct agreement. Because the types and degrees of alignment differed by
field, general conceptions of arts education that presume comparable forms of SEL
occurred in all artistic disciplines were incorrect. The researchers proposed that
instructors who want to pursue arts learning and SEL objectives should engage in
planning to guarantee that both forms of learning occur, given the NCAS and SEL goals'
indirect connection. From a theoretical, standards-based standpoint, it is doubtful that
SEL would occur naturally in arts learning settings without intentional preparation. While
the authors acknowledged the potential for intentionally organized courses to enhance
arts learning and SEL, they cautioned against advocating for arts education programs
only based on supposed extrinsic advantages like SEL.
Block (2021) conducted another critical study on how arts education benefits
students’ socioemotional development and academic achievement levels. According to
Block, positive mental health is an essential predictor of beneficial life outcomes, and arts
involvement is one hypothesized driver of improving positive mental health. The author’s
study investigated trends in young adult positive mental health, arts instruction in public
secondary schools, and the link between performing arts and young adult positive mental
health. The Population Study of Income Dynamics (PSID) was used to identify possible
predictors and modifiers of positive mental health. Most role changes that had
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traditionally constituted early adulthood (moving out of the family home, becoming the
head of household, and having children) were not connected with excellent mental health,
according to the results. Only work position and marital status remained significant
predictors after adjusting for time-invariant individual variables.
The findings of Block’s (2021) study also revealed that Black young adults who
turned 18 around 2002 had much greater levels of positive mental health than their White
or Latinx counterparts. However, positive mental health levels for people of various
racial/ethnic origins converged over time. Income was also positively related to positive
mental health for White and Latinx individuals, while it was adversely associated with
positive mental health for Black individuals. The results also explored whether No Child
Left Behind (NCLB) contributed to a decline in the availability of arts instruction in US
public secondary schools and analyzed equality of access across student race/ethnicity
and income using the Schools and Staffing Survey (SASS). These findings concluded an
overall reduction in arts education availability from 2000 to 2012, although this decline
appeared unrelated to the implementation of NCLB. The findings also demonstrated that
high-income and mainly White schools provided more arts instruction than low-income
and schools predominantly serving children of color.
Block (2021) also explored the possible link between engagement in the
performing arts and positive mental health in young people, again utilizing the PSID.
Block’s study demonstrated that an increase in the frequency of involvement in
performing arts was related to an increase in positive mental health, using person-level
fixed effects over three waves of data per participant. According to the study, people of
color and low-income persons were less likely to participate in performing arts. However,
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when they did, people of color had equal, if not stronger, correlations between
participation and improved mental health than their White counterparts.
Farrington et al. (2021) reported that the notion that the different artistic
disciplines could have a significantly beneficial influence on children's and teenagers'
social-emotional development has now become somewhat prevalent in the contemporary
research literature and among the discussions of arts educators. Farrington et al. evaluated
the connection between arts education and social-emotional development and developed
a theory of action that described the nature of that connection. Their research work was
divided into two parts: a study of the literature on the subject and an interview-based
fieldwork component with Chicago Public Schools instructors, administrators, students,
and parents. The researchers presented an action theory that explained how arts learning
experiences could foster the youth's social-emotional abilities. Overall, this research
stressed the importance of arts education settings in schools. Young individuals gained so
much from their mere exposure to creative, humanistic experiences and having the
opportunity to develop their creativity.
In conclusion, a growing number of studies have concluded that arts education is
beneficial to the academic learning experiences of students and even beneficial for their
performance in non-arts subjects (see Table 2 for summary of literature). Nevertheless,
on their own, arts education has advantages to students' overall development that other
subjects do not have, and this should not be overlooked in the bid to defend how
important they are as core subjects.
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Table 2
Literature on Impact of Arts Integration on Social-Emotional Development
Study

Purpose

Sample

Instruments

Procedures

Findings

Holochwost To study the
et al.
effects of arts
(2021)
education on
children’s
socioemotional
development
using the New
Victory
Theater's
Schools with
Performing
Arts Reach
Students.

3rd grade
students who
attended the
production
and
residencies
vs. 4th grade
who only
attended the
production.

Social
Skills
Rating
Scales, or
SSIS

Compared
data from
two groups

Arts education
can effectively
and positively
impact
children’s
socioemotional
development,
but the impact is
affected by the
specific type of
activity.

Omasta et
al. (2021)

To study how
NCAS
standards are
aligned with
SEL standards
adopted by
Illinois.

NA

NCAS and
SEL
objective

15,500
intersections
of arts
standards &
SEL goals
were coded
and
compared

Only with
deliberated arts
education
learning can
effective SEL
development
happen.

Farrington
et al.
(2019)

To propose a
theory of
action that
describes how
arts learning
experiences
can improve
the social and
emotional
development
outcomes of
the youth.

NA

NA

A review of
literature

Arts education
settings allow
for effective
SEL benefits for
the youth.

Theater, Dance, and the Importance of Arts Integration
Theater and dance have long been shown to impact students positively (Zaidel,
2018). However, musical theater research is scarce in the realm of education. As a result,
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many features of musical theater from various educational fields are presented. If
properly planned, musical theater connects an entire educational program better than any
other type of artistic practice (Fields, 1970). Musical theater is sometimes seen as
aesthetic education (Grote, 1986) and appears to offer a solution to educators seeking to
integrate creative experiences into the educational system (Howard, 1990). Theater and
dance are also treated as merely some of the most popular events of the academic year
(Holochwos et al., 2018; Rajan, 2019).
The most prevalent issue for music teachers in musical theater is the vocal
component (D'haeseleer et al., 2017). Recent researchers that attempted to integrate
theater and dance into educational curriculums found that for musical theater to adapt to
diverse school climates, it must be taught with a certain amount of flexibility (GonzálezZamar et al., 2020). Educators’ pedagogical training must be competent enough to allow
for a successful integration of musical theater and the ability to adapt to each school's
unique demands without adhering to a strict curriculum. Ideally, theater and dance
educators correct curricular flaws while also seeking a more flexible curriculum for their
students (Workman, 2017). When students' grades do not reflect the effort they have
demonstrated, teachers become frustrated (González-Zamar et al., 2020).
Calls for music theater positions to be expanded and supported in schools have
become louder. As early as 1999, Van Houten (1999) analyzed contrasts between
successful and failed musical theater programs, claiming that teacher training was an
essential determinant of success. Those experiences gained via various musical theater
programs demonstrated that the instructor significantly impacted educational quality
(Van Houten, 1999). Van Houten noted that the coordinator was nearly entirely
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responsible for the differences in musical theater programs. As a result, the instructor
became a crucial instrument before, during, and after the musical theater performance.
The findings of Van Houten (1999) concluded how a more coordinated teacher
included both parents and the educational community in the creative process (Van
Houten, 1999). The majority of those who contribute to the success of musical theater
experiences are organizers (Watkins, 2005). As a result, it is critical to train competent
teachers in the learning process through musical theater. This will better ensure that
students will experience this process in a pleasant, engaging, and stress-free manner. Van
Houten (1999) found that instructors should offer rich instructional musical theater
experiences to their students. Unfortunately, this does not happen very often, due to a
lack of appropriate resources and student access to music theater educators in schools.
For many students, teamwork's social and personal rewards appear to outweigh any
program shortcomings. These are some of the primary reasons why many students devote
a significant amount of time and effort to an after-school musical theater program and
experience (Van Houten, 1999).
Students' experiences in musical theater have received little consideration. With a
few exceptions, such as Llopis Bueno, the music education literature lacks instances
identifying students' viewpoints (Pérez Aldeguer, 2013). Similarly, research has focused
on musical theater as an extracurricular activity rather than as part of an official school
curriculum. Because musical theater extends beyond typical classroom work, this subject
has a clear educational advantage for students (Pérez Aldeguer, 2013). In no other subject
do students participate in such a wide range of activities as they do in musical theater,
where they learn abilities that may be applied to a wider range of situations. Students gain
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balance, self-awareness, confidence, self-discipline, and communication abilities (Pérez
Aldeguer, 2013). In addition, the theater may assist students and their instructors with the
ability to gain confidence, to take chances, and make judgments (Pérez Aldeguer, 2013).
Research specifically on theater and dance may be limited, but it has already been
established that taking part in a musical can help children find their identity.
Alternatively, students are assured of having a socially strong educational experience
inside a reflective learning process (Pérez Aldeguer, 2013), which provides them a
greater sense of achievement. Students' musical theater performances will always be
inferior to those of professionals, yet it is still worthwhile to participate (Pérez Aldeguer,
2013). Students are invested in the process, which means they will want to continue
engaging in the curriculum year after year (Pérez Aldeguer, 2013).
The emotions of students to the musical theater experience mirror their
educational gains. For example, after performing in a musical theater production,
students' self-confidence, and confidence in the relationships with their peers improved;
they felt a feeling of accomplishment, a strengthening of friendships, and new
relationships with peers were formed (Boyes, 2003). Students require satisfaction with
their work. This experience, however, is enhanced by peer feedback and teacher
assistance (Pérez Aldeguer, 2013). Consequently, the level of individual engagement in
the project is proportionate to the pleasure students derive from the process and its
outcomes (Pérez Aldeguer, 2013). The musical theater’s attraction for students derives
from the project's multidisciplinary character (Lynch, 1994) and the musical theater’s
ability to foster new like-minded friendships.
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In their study, Mariano (2018) found that dance and theater instruction in
Developing English Language Literacy Through the Arts (DELLTA) programs aided in
English language learning. This was most likely due to the use of language in an
authentic context that students valued, in an atmosphere that encouraged self-expression
and provided complete professional development, collaboration, and organizational
support. Compared to control children in similar circumstances who did not participate in
dance and theater, the state standardized English Proficiency Test showed that DELLTA
students increased their English language acquisition. The student evaluations added to
the evidence of program effectiveness. The CALT observational study provided a
framework for understanding probable language acquisition routes or mediating factors.
Student progress was most substantial in seven categories: (a) motivation, (b)
perseverance/task persistence, (c) capacity to focus, (d) ownership of learning, (e) spatial
awareness, (f) self-confidence, and (g) collaborative learning abilities (Mariano, 2018).
Throughout the school year, students made significant progress in each of these
categories. According to the findings, these were intermediary factors that reduced
negative emotional filters and linked dance and theater learning and English language
acquisition and application. The DELLTA students most likely learned English by
immersing themselves in an engaging, realistic setting that they cared about. The students
were dedicated to their artistic endeavors and used English for a meaningful cause. This
was in stark contrast to other non-arts school duties, such as rote drills and examination
preparation, meant to aid English language development. When students care about the
subject they attempt to convey, they are more likely to learn and use English.
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Many schools are hesitant to include the arts in their curriculum due to a lack of
understanding about strong instructional techniques for incorporating the arts into their
classes to improve student learning (Gottschalk, 2019; Hipp & Sulentic Dowell, 2019;
Koch & Thompson, 2017). Alternatively, professional development can help with such
issues (Koch & Thompson, 2017). According to Gottschalk (2019), typical arts
integration difficulties include a perceived lack of competence, administrative support,
funding, and teacher turnover. Hipp and Sulentic Dowell (2019) investigated arts
integration difficulties identified by 74 preservice teachers and discovered that a lack of
understanding and awareness of methods to include the arts was a significant barrier.
Furthermore, qualified instructors or arts integration specialists may be transferred to
other institutions or asked to split their time between schools. According to Gottschalk
(2019), such changes of music and art instructors hampered collaboration.
Gottschalk (2019) reported that teamwork is also a way to overcome the barrier of
a perceived lack of knowledge. Additional obstacles include apprehension about the
unknown and worries about content standards (Gottschalk, 2019). Teachers may be
hesitant to innovate in a high-stake testing atmosphere unless they comprehend the value
of innovation. Studies showed that if schools realize that the arts can encourage
conversations about academic topics they will employ them more frequently to stimulate
learning (LaJevic, 2013; Sulentic Dowell & Goering, 2018). When integrating arts into
topic areas, teachers will need time and assistance in terms of professional development.
Administrators who can assist teachers in connecting the arts to curricular subject
standards are essential (Gottschalk, 2019). Connecting arts integration to the existing
curriculum is essential so that schools can understand how integration methods and
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benefits are aligned with content delivery. Like any other endeavor, teachers require time
to study and plan (May & Robinson, 2016). According to Koch and Thompson (2017),
arts integration is "intellectually and pedagogically difficult" (p. 2) and necessitates
professional development and preparation time. Changing teachers' practices requires
motivation and support without appearing to compel them to do so (Gottschalk, 2019).
To win approval, administrators must explain the initiative's beneficial and practical
effects to teachers (Gottschalk, 2019).
Arts Integration Barriers and Contradictions
Despite evidence of the benefits of arts integration, there are historical
contradictions between arts integration and traditional arts education techniques. Arts
educators have pushed for arts in education since the middle of the 20th century, despite
losses in arts education support due to economic limitations and pedagogical initiatives.
Currently, there is a significant drop in arts instruction in many school districts across the
country. In school systems around the United States, the arts are receiving less funding
and less instructional time. Many schools lack the financial means to justify establishing
and continuing effective arts programs, making it difficult for schools to offer students an
arts education. In the face of dwindling school resources and government regulations to
improve student standardized test performance, schools are caught in a cycle of
squeezing their arts programs to stay afloat (Baker, 2013). Too often, school districts
dedicate instructional time exclusively to topic areas covered by standardized tests and
which have measurable outcomes.
Nearly all the Unites States’ 50 states have some form of arts standards, but only
around a third of them have obligatory arts evaluations (Teems, 2021). Because arts
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assessments are frequently missing, instructional time allocated to the arts suffers
compared to other subjects. According to data collected between 1982 and 2008, the
number of 18-year-olds who received some form of arts instruction throughout their early
years decreased from approximately 65% to 50% (Rabkin & Hedberg, 2011). As the
years passed, the varied rates of decrease in arts education in America continued to trend
progressively lower. Arts education sometimes suffers from victim status due to societal
and political objectives that tint the arts with political or social intents and interpretations.
Because education is supposed to prepare students for careers, the arts, among other
topics, are losing their positions in schools (Rouge & Kim 2013).
The decrease in arts instruction across the country is not the only factor affecting
the arts' role in today's educational systems. Although the arts are usually portrayed in
popular culture as a friendly, inclusive atmosphere, this is not the reality in the daily lives
of American students. There is a considerable discrepancy in access to the arts in general;
a lack of access to an arts education across school systems and districts across the United
States can cause profound divisions.
However, there are several reasons why arts integration is not employed in
schools regularly. According to Weibe et al. (2007), arts integration necessitates a
significant amount of time and effort from instructors. According to Alter et al. (2009),
insufficient teacher knowledge and training for arts integration is a significant reason why
arts integration is not employed successfully in the classroom. When teachers use the arts
as decorations or as an entertaining activity to keep students engaged, they unwittingly
weaken the purpose of arts integration (LaJevic, 2013). Teachers frequently use
conventional and basic art exercises, according to McKay and Monteverde (2004).
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Cookie-cutter art has grown commonplace because it is simple to complete and generally
includes consecutive stages that allow students to complete work in a reasonable amount
of time. Teachers must be taught that cookie-cutter art and decorative art are not
considered arts integration. Another common misperception among instructors
concerning arts integration is that extra credit art assignments completed outside the
classroom may be considered a type of arts integration (LaJevic, 2013).
Buck and Snook (2020) evaluated different difficulties in the classroom that may
trump all ideas, money, and expectations, regardless of how beneficial they are to
students' learning experiences. In particular, the authors followed six teachers at a small
rural school on their journey to introduce arts integration. Arts integration is a
pedagogical method to teaching and learning that uses arts activities to teach ideas in
other subject areas, focusing on transferrable arts learning processes rather than the
artistic result. Buck and Snook’s description was like that of the John F. Kennedy Center
for the Performing Arts, which states, "arts integration is a teaching technique in which
students develop and show learning via an art form." Results showed that arts integration
is a challenging idea to grasp, as it requires an entirely new pedagogical approach for
instructors who have previously avoided teaching any arts topics.
The elements that challenge and promote preservice teachers' (PST) arts
integration attitudes and practices have been investigated by Hipp and Sulentic Dowell
(2019). The researchers focused on a total of 74 PSTs who were enrolled in a required
university arts course at a prominent southern institution over three semesters. PSTs were
engaged in their capstone, semester-long student teaching experience while they were
taking arts classes. PSTs' end-of-semester reflections were used as the significant data
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source. The findings concluded that PSTs may be innovative while still addressing
problems at the school level by incorporating arts into teaching and learning. The authors
described how they redesigned preservice primary arts classrooms to emphasize artsintegrated educational approaches. Results highlighted the need for strategic in-service
training for mentor teachers on the efficacy of arts integration in primary schools and
administrative support for the arts at the school level.
Buck and Snook (2016) had investigated several ways to assist the teaching and
learning of the arts in primary schools over a period of 16 months. The researchers'
objective was to gain a stronger understanding of how to integrate the arts into the
curriculum. The researchers formed a strategy, obtained ethical permission, identified
several schools to collaborate, and conducted interviews with teachers and principals.
The researchers were particularly interested in recording and comprehending how the arts
were taught across the curriculum. Working with teachers, principals, and students who
were adopting an arts throughout the curriculum initiative focus, the results concluded
that arts integration could be challenging to implement because teachers, principals, and
curricula had varying interpretations of what it meant to teach the arts across a
curriculum.
Conkling and Kauffman (2019) assessed how private foundation money affected
arts policy and practice in two large urban school districts: Boston Public Schools and
Baltimore City Schools. Both school systems saw falling enrollments and graduation
rates, and both districts' schools were labeled failed in an age of high stakes testing and
accountability. Central administrative roles were removed in both educational systems,
and school principals were provided additional autonomy over budget and curriculum
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choices. These building executives frequently spoke out in support of the need for arts
education, yet they could not fund arts instructors in their budgets. When they accepted
non-government money to enhance arts education in their schools, it was unsurprising.
Funders who funded arts education in Baltimore and Boston agreed that helping schools
adjust for social disparities was a top goal for educational donors. However, increasing
arts access did not guarantee that every student in a school system would receive a highquality, long-term arts education. Using relevant literature to explain quality in arts
education, the researchers argued that equity could only be realized if quality debates
were critical to strategic planning for arts expansion. Finally, charitable contributions in
research and advocacy had been regarded as some of the wisest educational investments.
Although no study has been conducted on the growth of arts education in Baltimore or
Boston, well-designed studies might validate the models and spread the concept of arts
education to other, similar school systems.
According to Hardiman et al. (2019), strong correlational data highlighted that
students' academic achievements and recall of learning experiences increased when they
participated in the arts. However, the authors claimed that it was unclear if the improved
outcomes were due to increased exposure to the arts, arts integration into subject
education, the use of strong instructional techniques, or a combination of these variables.
Furthermore, even though an increasing number of studies have shown that artsintegrated pedagogy improved learning, few empirical studies directly evaluated the
effect of an arts-integrated curriculum on learning, particularly students' recall for nonarts academic information. As a result, Hardiman et al.’s goal was to determine how artsintegrated classes affected long-term memory for science information. The researchers
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anticipated that including arts-based activities in traditional classes would result in
learning results that were on par with, if not better than, traditional instruction.
Another barrier is racial disparities. Although arts education is declining
nationwide, children of color are experiencing it at a far faster pace than their Caucasian
classmates. Sixty-five percent of Caucasian Americans said they had had some sort of
arts instruction when learning as a child in 1982. By 2008, the figure had decreased to
50%. In 1982, just half of African American students reported receiving an arts
education; however, between 1982 and 2008, the percentage of African American
students who received arts instruction fell to 28%. Only 26% of Hispanic children had
any arts instruction throughout their childhood in 2008, down from 47% in 1982 (Rabkin
& Hedberg, 2011).
In conclusion, these studies revealed a two-pronged problem in arts education (see
Table 3 for summary of literature). First, as time goes on, the general rate of arts
education for all students in the United States continues to drop. Secondly, children of
color are disproportionately affected by the decreased pace, limiting their access to the
arts. Since the 1980s, there has been a precipitous drop in arts instruction in public
schools. According to studies, Latinx children see a 40% decline while African American
children experience a 49% decline (Teems, 2021). When looking at Hispanic students,
who now make up the largest minority group in the Unites States public school system,
another measure of discrepancy may be found. Data collected between 1999 and 2008
focused on disparities and inequities in arts access in school, particularly among Hispanic
students. Around 25% of all students in public schools in the United States are Hispanic,
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and 33% of these Hispanic students live in poverty. These characteristics make these
students have decreased opportunities when accessing arts education (Kisida et al., 2020).
Moreover, significant discrepancies exist among students from lower
socioeconomic backgrounds than their peers; students who attend schools in poorer
districts often have fewer federal and state government supports. According to researchbased data from the National Educational Longitudinal Survey, children with greater
socioeconomic positions had a 32% chance of being heavily involved in the arts. In
contrast, students with lower socioeconomic status only had an 8% chance (Shreeman,
2020). Disparities in academic achievement and ethical conduct among various groups of
students were a result of these inequalities. Latinx, African American, Hispanic, or
English-language learners who follow a developed individualized education plans or
come from a low socioeconomic background are more likely to have lower standardized
test scores. These achievement gaps reveal the presence of discrimination within certain
communities (Shreeman, 2002). Disparities in access to an arts education contribute to
the achievement and opportunity gap that exists among today's children across the
country, particularly along racial, ethnic, and socioeconomic lines.
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Table 3
Literature on Impact of Arts Integration Barriers
Study
Buck&
Snook
(2020).

Purpose
To explore the
different drivers
and barriers to
arts effective
integration.

Sample

Instruments

Procedures

Findings

6
Observational Content
teachers data
analysis of
in a
observational
small
data
rural
school
in New
Zealand

Arts integration can
be challenging
because all the
stakeholders, not
just the teachers,
have varying
interpretations of
what it should be
and how it should
be done.

Hardiman To assess the
et al.
direct impact of
(2019).
an arts-integrated
curriculum on
students’ recall
abilities of nonarts information.

16
fifthgrade
classes.

Recall
capacity of
the students

Randomized
control
experiment.

Art education and
integration can aid
recall but not likely
to be prioritized in
a curriculum.

Conkling
&
Kaufman
(2020).

To assess the
impact of private
foundation
funding actual
policies and
practices that
two large, urban
school districts
will employ.

NA

NA

A review of
literature

Arts integration can
be hampered by
social inequalities.

Hipp &
Sulentic
Dowell
(2019).

investigates the
factors that
challenge and
support
preservice
To evaluate
teachers’ arts
integration
beliefs and
practices

74
PSTs’ endteachers of-semester
reflections
and the
primary data
source.

Content
analysis

PSTs can become
more creative in
their teaching
process through
arts integration
within teaching and
learning.
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Conclusion
The New York State Education Department (2015) requires arts curriculums to be
included in all grade levels in a middle school setting. The problem being explored was
framed as national educational goals not being met. Students in a middle school setting
are not receiving equitable educational opportunities (20 US Code 5812 National
Education Goals). The findings of this study provided a better understanding of the
difficulties that middle school administrators had while integrating arts curriculum in
their schools and information on how they may be better supported in the present
educational landscape. This work was also noteworthy from the standpoint of empirical
research. This study attempted to fill a gap in the literature as there appeared to be
minimal research conducted in this area. Although the New York State Education
Department (2015) had adopted arts education learning requirements, schools were not
providing enough resources for pupils to meet these goals. They completely immersed
themselves in these topics, as shown by the gap in the literature (Stringer, 2019).
As a result of the research, this study addressed the challenges that middle school
principals faced when implementing arts curricula. Twenty-two percent of all middle
schools in New York state did not have one full-time arts teacher, 16% did not have any
arts partnerships, and 10% did not have a dedicated room to complete these required
classes (Stringer, 2019). Additionally, less than 30% of middle school students in New
York City were not receiving state mandated arts classes (Medina, 2008). Finally, this
research was crucial because it had the potential to help in the development of theory.
Because this research was informed by curriculum theory, this phenomenon was
examined via a curricular lens rather than a pedagogical perspective. A curricular theory
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would better understand the design and execution of arts education in middle school
settings since pedagogy was primarily focused on teaching techniques or practices
(Griffin, 2018). As a result, curriculum theory may be applied to arts education,
highlighting the relevance of curriculum design from a worldwide standpoint.
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CHAPTER 3: METHODS
The perceptions of middle school principals, why they have not been fully
following the requirements of the learning standards in the arts, and the challenges of
offering arts programming to their students due to this highlighted problem has not been
thoroughly studied. Therefore, the purpose of this qualitative exploratory case study was
to explore the perceptions of middle school principals in New York and to better
understand why their schools were not fully following the New York State Education
Department's specific learning requirements of the arts. A secondary purpose was to
better understand the challenges that middle school principals experienced when
implementing arts education into their curriculums.
This chapter will present the study’s method. The chapter will begin by discussing
the methods and procedures that the researcher will follow. The researcher will restate the
research questions, provide a discussion on the appropriateness of the method and design,
highlight the study’s setting, and provide a description of the participants. This chapter
will then provide an overview of the data collection procedures, how trustworthiness was
upheld, and the ethical considerations that the researcher followed. This chapter will then
conclude with the data analysis approach that the researcher took, as well as his role
during the study.
Methods and Procedures
Research Questions
The following three research questions guided this study:
RQ1: What are the perceptions of principals regarding the inclusion of the arts in
middle schools in New York State?
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RQ2: What challenges do middle school principals in New York experience
when incorporating the New York State Department of Education’s specific learning
standards of the arts?
RQ3: How do middle school principals in New York overcome any challenges
when incorporating the New York State Department of Education’s specific learning
standards of the arts?
Sampling Method
The researcher recruited 20 middle school principals for the semi-structured
interviews from New York State Middle School Principals Associations. However, he
only accepted 12 individuals for the semi-structured interviews and three for the focus
group. The final number of participants for the semi-structured interviews was dependent
on data saturation. Additionally, the New York State Middle School Principals
Associations were found throughout the State of New York, where middle school
principals meet on a regular basis to discuss educational topics. Therefore, before
recruiting middle school principals to this study, the researcher contacted Middle School
Principals Associations in New York to receive permission (see Appendix B). After
receiving approval from an organization, the researcher requested permission to send out
a recruitment email to their association members (see Appendix B). The email contained
information about the study, what was expected of the participants, the criteria needed to
participate, and how confidentiality would be maintained. Individuals who were
interested in participating in the study reached out directly to the researcher either via
telephone or by email. There were no biases in this site, as the researcher did not actively
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recruit or discuss the study, or topic, at any of the Middle School Principal Association
meetings he attended for his region in New York State.
The researcher selected three different individuals for the focus group, all of
whom came from schools that demonstrated a variety of demographic characteristics.
This was so that the researcher could better understand the phenomenon being studied
from individuals who led middle school communities with students from different
backgrounds. For example, Focus Group Participant 1 (FGP1) reported coming from a
school that served almost 85% Caucasian students, of which about 10% were
economically disadvantaged. The participant reported that their school recognized that
the arts is vital to the core curriculum, stating that they have developed a strong visual
arts programming that is aligned throughout all grade levels within their school district.
In addition, the middle school students are given opportunities to work with different
mediums in an exploratory manner throughout their middle school years.
Focus Group Participant 2 (FGP2) reported coming from a school that served
almost 25% economically disadvantaged students, with 50% of the student body
identifying as being Caucasian. FGP2 further reported that the school offers a variety of
arts programming that included music, theater, and art. FGP2 stated that their school
offers drama clubs for students with at least a third of the students from their entire
district participating every year in the district’s music program. Students also have access
to take a high school course, Studio in Art, while in middle school. Finally, Focus Group
Participant 3 (FGP3) reported coming from a school that served almost 70% Hispanic
students and with 80% of the students qualifying for free lunch. FGP3 stated that their
district has been recognized nationally for their strong and robust music program.
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Additionally, the participant reported that their district has a strong visual arts program
that includes ceramics, sculpturing, digital technology, and photography. The middle
school also offers their students theater arts, which includes concentrations on both
production and performance components.
Participants
This researcher recruited a total of 15 participants: 12 participants for the semistructured interviews and three participants for the focus group, all of whom identified
that they were currently employed as middle school principals in the state of New York.
The researcher completed semi-structured interviews and a focus group to collect the
data, as well as a document review requesting a course catalog from each of the
participants that depicted the subjects currently offered to the middle school students in
their schools. The final number of participants was dependent on data saturation. Data
saturation occurred when the researcher began experiencing redundancy in the answers
provided to him by the participants, where he gleaned no new information (Fusch &
Ness, 2015). Data saturation signified that the data collection process could come to an
end. The researcher experienced data saturation after the tenth interview.
The researcher followed a purposive sampling method, which was non-probability
sampling, where he recruited individuals based upon his own judgments and strict
criteria. To participate in this study, participants met the following criteria:
1. Each participant was currently working as a middle school principal in the state
of New York.
2. Each participant was a member of a New York State Middle School Principals
Association.
3. Each participant had worked in their position for a minimum of one year.
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4. Each participant had experience in building and implementing arts education
curriculum.
Any participants who did not meet all criteria listed above were not able to
participate in this study. When recruiting individuals, after they had met the criteria, the
researcher asked them specific demographic information, such as their age range,
education level, and years of experience, as depicted in Table 4.
Table 4
Description of Participants
Demographic
Characteristics

Number of
Participants

Age
40-50 years
50-60 years
>60 years

10
4
1

Education
Masters
Doctorate

12
3

Years as Principal
1-10 years
10-20 years

10
5

Race/Ethnicity
Caucasian
African American

14
1

Gender
Male
Female

9
6
Data Collection Procedures

Before beginning the study, the researcher ensured that he received approval from
St. John’s University’s Institutional Review Board (IRB). Additionally, the researcher
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ensured that he received approval from the New York Middle School Principals
Associations to begin contacting potential participants. The researcher did not begin data
collection until he had received both permissions (see Appendix A). The researcher then
contacted individuals from the New York Middle School Principals Associations to start
recruitment. When recruiting individuals, the researcher provided the group with an
informational email (see Appendix B) that highlighted the purpose of his study, what was
expected of the participants, and the researcher’s contact information. Interested
individuals contacted the researcher via telephone or email. Once individuals reached out
to the researcher to express interest, the researcher checked to ensure that they met all
criteria to participate. Once the criteria of all participants had been checked, the
researcher then sent them an informed consent via email. The informed consent
highlighted the purpose of the study, how confidentiality would be maintained, what was
expected of the participants, how the participants could remove themselves from the
study at any time and without any repercussions, and the level of risk in participating in
the study. The level of risk associated in participating in this study was minimal, as the
participants were only providing their perceptions and experiences of challenges they
perceived when building and implementing an arts curriculum. Each participant reviewed
and signed the consent form and returned it to the researcher, who then scheduled their
semi-structured interview or focus group session.
Semi-Structured Interviews
During the semi-structured interviews, the researcher met with each of the 12
participants virtually. Utilizing a video conferencing program allowed the researcher to
complete interviews electronically so that he was in alignment with the Centers for
Disease Control and Prevention’s (CDC) social distancing guidelines in response to
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COVID-19. During the semi-structured interviews, the researcher asked each of the
participants the same eight open-ended questions in the same manner. The participants
were able to answer any questions in any manner that they saw fit, and the researcher was
able to ask follow-up questions to deepen the participants’ responses or clarify any
information that they provided. Each of the semi-structured interviews were
electronically recorded and transcribed. Each of the semi-structured participants were
asked the following eight open-ended questions:
1. Tell me how classes in the arts could benefit your students. In what way/s?
2. Are you aware of the New York State Education Department of Education’s
specific learning standards/program requirements for the arts at the middle school
level?
3. Please tell me about the type of arts curricula that is offered at your school.
● How are your art classes aligned to the learning standards/program
requirements?
● What are the reasons the courses you offer are provided to students?
4. How does your school select the type of art classes offered to your students?
•

Is it a different process than when selecting the core curriculum? If so,
how?

•

Who decides whether a specific type of arts class is included in the
curriculum and offered to students?

5. What are the types of art classes that you think should be offered to middle school
students? Why?
● Do you offer music? To what grades
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● Do you offer visual arts? To what grades
● Do you offer theater? To what grades
● Do you offer dance? To what grades
6. If the NYSED required you to offer music, art, theater, dance to your middle
school students, what challenges would you have when working to implement
these courses into your middle school community?
7. If you were trying to implement a new arts program, how would you anticipate
overcoming any challenges that may emerge
8. Is there anything else you would like to tell me regarding this topic?
Each semi-structured interview lasted between 45 minutes to one hour in length.
Although the researcher only conducted one semi-structured interview per participant, he
did conduct member checking with the participants after he had the recordings of the
interview transcribed. During this process, the researcher emailed a copy of the transcript
to each participant where they reviewed it for accuracy. Each of the semi-structured
interview participants reported no inaccuracies within their transcripts.
Focus Group
During the focus group session of three individuals, the researcher met with the
group virtually and asked them eight open-ended questions. Each participant in the group
had an opportunity to answer each of the questions in any manner that they saw fit and
then had an opportunity to respond to other group member’s responses. The focus group
lasted for one hour, as the aim of a focus group was not only to understand the
perceptions and experiences of individuals, but also to understand how they felt about
other group members’ perceptions and experiences, providing a more comprehensive
understanding of the phenomenon being explored (Creswell & Poth, 2016). The focus
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group session was electronically recorded and transcribed. During the focus group, the
participants were asked the following eight open-ended questions:
1. Please tell us your first name and your current role.
2. What was your exposure to the arts, while in school, before you entered high
school?
3. Do you think it is important for schools to offer arts education to middle
school students during the regular school day? Why or why not?
4. What arts programs should be offered at the middle school level, if any, in a
perfect world?
5. If you feel the arts should be offered at the middle school level, how should
they be offered at the middle school level? What is your opinion?
6. Do you believe the state should mandate arts programming in New York State
middle schools? What would be the pros and cons be of such mandates?
7. If you had to rank the importance of theater, dance, music, and visual arts
programing, how would you respond and rank each one from most important
to least important. Why?
8. If you had to pick the main reasons why some middle school students are not
being offered the arts, what would the reasons be? What would need to
change? Why?
After the focus group had been completed and transcribed, the researcher then
completed member checking. Member checking was a process where the researcher
provided each participant with a transcript of their focus group and allowed them to
check for consistency. If any participants reported that the focus group was not
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transcribed to represent what they specifically said, the researcher would have made
changes. This aided in reducing any instances of researcher bias. Researcher bias occurs
in research when the researcher injects his personal values, thoughts, and opinions into
the study, possibly affecting the results (Gao, 2020). The focus group participants did not
report any instances of inaccuracies in the focus group transcripts. Before each
participant completed their semi-structured interview or focus group, they were asked to
provide the researcher with their middle school’s course catalog that depicted the current
subjects and programs offered to students.
Trustworthiness of the Design
When completing the study, the researcher ensured reliability and validity.
Reliability and validity are the degree of confidence that the results could provide
(Kyngäs et al., 2020). Therefore, to increase the confidence of the results, the researcher
aimed to limit any instances of researcher bias. The first way in which the researcher
reduced researcher bias was by employing a panel of experts that reviewed his semistructured interviews and focus group questions. After developing the list of 8 openended questions for the semi-structured interviews and 8 open-ended questions for the
focus group, the researcher employed three individuals who had experience working as
middle school principals in New York, and who would not participate in the study, to
review the questions to ensure that they were in alignment with the study’s problem,
purpose, theoretical framework, research questions, and methodology. If any of the
members of the panel reported any misalignment, they would make recommendations to
the researcher to amend the questions.
Another way that the researcher increased validity and reliability was by the
completion of member checking. After the semi-structured interviews and the focus
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group had been transcribed, the researcher sent a copy of the transcript to each participant
to review for accuracy. If any participants reported inaccuracies, they would inform the
researcher who would then make any changes as requested to reflect exactly what the
participants said (Candela, 2019).
Finally, because the researcher was collecting data via three collection methods,
he triangulated the data to provide him with a more comprehensive understanding of the
phenomenon. The data were triangulated from the semi-structured interviews, the focus
group, and the copies of the middle school course catalogs which allowed the researcher
to complete cross-validation to test the consistency of the findings (Renz et al., 2018).
To limit any instances of researcher bias, the researcher engaged with an
individual who was an expert in qualitative analysis. This individual reviewed the study’s
problem, purpose, research questions, theoretical framework, and methodology, as well
as the non-identifiable transcriptions of the study’s semi-structured interviews and focus
group. The process ensured there was validity and reliability in the data analysis process
and that the different thematic categories were in alignment with the collected data
(Liamputtong, 2009). If any themes were found that were not fully substantiated by the
dataset, the expert would then recommend the researcher to make changes so that the
findings were in direct alignment with the data (St. Pierre & Jackson, 2014). This process
not only ensured alignment of the results, but also identified any other thematic
categories that the researcher may have otherwise missed, providing a more
comprehensive analysis of the dataset (Liamputtong, 2009).
Research Ethics
There were specific ethical procedures that the researcher considered. The first
ethical procedure that the researcher ensured was that he received approval from both St.
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John’s University’s IRB and site approval from the New York Middle School Principals
Associations. The researcher did not begin the study, nor did he begin contacting
participants, until he had received approval from both bodies. Another ethical
consideration was that of informed consent. Before participating in the study, the
researcher ensured that the participants reviewed and signed an informed consent form.
The informed consent provided specific details on the study such as the purpose, what
was expected of the participants, how confidentiality would be maintained, how
participants could remove themselves at any time from the study without repercussions,
and the level of risk associated with participation. The researcher ensured confidentiality
by not referring to the participants using any identifying information. For example, the
researcher referred to the participants in a numerical order (e.g., Participant 1, Participant
2, etc.), and he referred to the school that the principals’ worked at in alphabetical order
(e.g., School A, School B, etc.). When collecting demographic information from the
participants, he only received age-ranges so it would be difficult for anyone to ascertain
their identities.
Finally, the researcher appropriately stored all data and documents in alignment
with confidentiality. For example, he stored all electronic data on a password-protected
flash drive that was locked inside a filing cabinet inside his personal residence, and a
password-protected cloud file on his personal and private computer devices. Additionally,
he stored all paper documents inside the same locked filing cabinet. All data will be
destroyed after a period of three years, which is in alignment with St. John’s University’s
IRB policies and procedures.
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Data Analysis Approach
The researcher completed the qualitative analysis using Dedoose. Dedoose is a
qualitative software program that manages large amounts of data while assisting with the
coding process (Elliot, 2018). After the interviews were completed, the researcher
transcribed the data in preparation for analysis. The researcher followed a constant
comparative qualitative analysis. This form of analysis allowed the researcher to
constantly compare existing findings as they emerged from the dataset (Richards &
Hemphill, 2018). The researcher followed five steps as outlined by Patton (1980):
1.

Interim analysis

2.

Memoing

3.

Data entry and storage

4.

Coding and Developing Category Systems

5.

Corroborating and validating results

Interim Analysis
The first step in the data analysis procedure was to complete an interim analysis.
Interim analysis highlighted how the analytical process was cyclical and continuous until
all relative themes had been uncovered (Patton, 1980). This meant that the researcher
continuously went through the analysis and different procedures until the process had
been exhausted and the topic had been understood (Patton, 1980).
Memoing
When completing the study, the researcher completed memoing. Memoing
occurred when the researcher recorded notes that were reflective on the data and the
processes that he had utilized to collect and begin the interim analysis (McGrath, 2021).
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Therefore, when the researcher experienced any ideas and insights regarding the data, he
recorded them in writing and included this information to be analyzed (McGrath, 2021).
Data Entry and Storage
When completing the analysis, the researcher prepared the data by ensuring that it
was appropriately transcribed. Therefore, the researcher utilized the assistance of a
professional company that transcribed the semi-structured interviews and the focus group
word-by-word. This transcript was verbatim. However, because the researcher was
completing memoing during his study, if he noticed any non-verbal behaviors, he
recorded these and included them in his transcriptions. Once the researcher had
completed verbatim transcription of the data, he then began coding.
Coding and Developing Category Systems
The researcher conducted coding by identifying commonly used words, thoughts,
ideas, and phrases of the participants (McAlister et al., 2017). These phrases were
continuously broken down and then placed into categories, which then continued being
broken down into themes that acted as the findings of the study. When working to
develop category systems within coding, the researcher approached coding using a priori
coding. A priori coding occurred when the researcher did not have any preconceived
ideas about the codes and allowed codes to emerge organically from the dataset (Elliot,
2018). This type of coding was also referred to as an inductive coding process, which was
beneficial because it allowed for ideas, concepts, and patterns to emerge from the data
without restraints from previously imposed methodologies (Linneberg & Korsgaard,
2019). When completing inductive coding, the researcher completed a line-by-line review
of the data, highlighting commonly used words, phrases, and ideas of the participants.
The researcher completed this multiple times with each participant’s dataset and
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continued to do so until the codes appeared exhaustive and could be broken down into
thematic categories. For example, the researcher created a master list of codes and
continued adding to this master list throughout the process, reapplying them to new
segments of data each time they were encountered (Linneberg & Korsgaard, 2019).
During the coding process, the researcher created hierarchical category systems where he
organized the code into different hierarchies (Elliot, 2018). Each time a code was
encountered, the researcher completed enumeration. Enumeration occurred when the
researcher counted the number of times that the code appeared in the dataset (Cohen et
al., 2017) and assisted in showing relationships between the categories. Finally, the
thematic categories acted as the findings of the study and were reported in Chapter 4 of
this dissertation.
Corroborating and Validating Results
The final step in completing the analysis included the researcher corroborating
and validating the results. Therefore, the researcher completed triangulation by crosschecking the results through the three different types of data that were collected (Natow,
2020). Within this step of the analysis, the researcher ensured both reliability and validity
by completing member checking and utilizing the assistance of an individual who was an
expert in qualitative analysis. This individual reviewed the study’s problem, purpose,
research questions, theoretical framework, and methodology, as well as the transcriptions
of the study’s semi-structured interviews and focus group. The process ensured validity
and reliability in the data analysis process and confirmed that the different thematic
categories were in alignment with the researcher’s collected data (Liamputtong, 2009). If
any themes were found that were not fully substantiated by the dataset, the researcher
would then make changes so that the findings were in direct alignment with the data (St.
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Pierre & Jackson, 2014). It was important to note that although the individual who
reviewed the analysis would be considered an expert in qualitative studies, it is the
researcher who led and validated the research. Therefore, the expert cross-checked the
researcher’s work to ensure that alignment was found within the dataset, the analysis, and
the results.
After the semi-structured interviews and the focus group had been transcribed, the
researcher completed member checking. Member checking occurred when the researcher
emailed each participant a copy of the transcript from their interview so that they could
check for accuracy (Candela, 2019). If any participant reported any instances of
inaccuracies, they recommended changes to be made. In these instances, the researcher
made any changes as recommended by the participant so that the transcripts reflected
exactly what the participant said.
Researcher Role
As a graduate from the Hartt School of Music with a Bachelor of Music degree,
the researcher was one of the only incoming freshmen, majoring in music theater, that
had never taken a private acting, dancing, or singing lesson. He was the product of a
public school system that valued the arts for all students in kindergarten through grade
eight. While not all, or even a majority, of students in a designated high school choose to
go to a postsecondary arts institution, the same access and exposure is supposed to be in
place for children to know what they may have an affinity or passion to pursue. The
advantage of having years’ worth of performing experiences, resulted in a teacher who
easily engaged an audience and a school administrator who could facilitate an assembly
to over one thousand students or adults with ease. Because the researcher actively worked
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within middle school environments, his role was to ensure that the data collected was
completed ethically and responsibly.
The research site for this study included middle schools located in the state of
New York. The researcher aimed to recruit participants from the New York State’s
Middle School Principals Associations, organizations open to middle school principals
throughout the state. The principals meet to discuss various challenges, successes, and
issues related to middle school education throughout different regions of New York. The
associations meet on a regular basis and are open to all middle school principals who
currently worked in New York State. The researcher reached out to these organizations to
receive permission to ask if any of the middle school principals were interested in
participating in the study. The researcher provided them with an informational email that
highlighted the purpose of the study, the criteria needed to participate, what was expected
of them as participants, and the researcher’s contact information. Middle school
principals of New York contacted the researcher via email or phone in order to participate
in the study.
Conclusion
The purpose of this qualitative exploratory case study was to explore the
perceptions of middle school principals in the state of New York, to better understand
why their schools were not fully following the New York State Education Department’s
specific learning requirements of the arts. A secondary purpose was to better understand
the challenges that middle school principals experienced when implementing arts
education into their curriculums. This chapter discussed this proposed study’s
methodology. The next chapter, Chapter 4, will provide an overview of the findings and
results from the data that was collected.
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CHAPTER 4: FINDINGS
The purpose of this qualitative exploratory case study was to explore the
perceptions of middle school principals in the state of New York, to better understand
why their schools were not fully following the New York State Education Department’s
specific learning requirements of the arts. A secondary purpose was to better understand
the challenges that middle school principals experienced when implementing arts
education into their curriculums. The following three research questions guided this
study:
RQ1: What are the perceptions of principals regarding the inclusion of the arts in
middle schools in New York State?
RQ2: What challenges do middle school principals in New York experience
when incorporating the New York State Department of Education’s specific learning
standards of the arts?
RQ3: How do middle school principals in New York overcome any challenges
when incorporating the New York State Department of Education’s specific learning
standards of the arts?
The researcher collected data via semi-structured interviews with 12 participants,
and a focus group with three participants. The researcher also collected documents from
the participants, completing a document review that highlighted the participants’ schools’
course catalogs, completing triangulation of the data. Triangulation allowed the
researcher to obtain a comprehensive understanding of the phenomenon being explored.
When completing the data analysis, the researcher utilized the assistance of Dedoose and
a qualitative codebook. The researcher completed inductive coding where, with the
assistance of Dedoose, he reviewed each transcript to identify commonly used words,
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phrases, and ideas of the participants. This information was continuously broken down
until they were placed into thematic categories, which will act as the findings of this
study. This chapter will report the study’s results and findings by highlighting the themes
that emerged under each research question. The researcher will then conclude the chapter
with a discussion on the triangulation of data and an overview of the results.
Findings
The results of this study highlighted four themes from the semi-structured
interviews, the focus group, and the document review. Table 5 highlights the interpretive
themes, the data source that contributed to the theme, and the method of trustworthiness.
As highlighted in Table 5, five themes emerged from the dataset: (a) an outlet for
creativity, (b) increased choices of arts programming, (c) lack of time, (d) certification
issues, and (e) understanding the reasoning for incorporation. Themes one, two, and five
were substantiated by both semi-structured interviews and focus group participants, the
third theme was substantiated by the focus group and the document review, and the
fourth theme was substantiated by semi-structured interview participants. When it came
to trustworthiness, each of the themes experienced trustworthiness, as the researcher
completed member checking to ensure that the participants reviewed the transcripts to
ensure that the information reflected exactly what they said. Additionally, to ensure
trustworthiness, the researcher employed a panel of experts to review the questions asked
to both semi-structured interviews and focus group participants, as well as working with a
qualitative expert who reviewed and checked the coding procedures and subsequent
themes.

82

Table 5
Interpretive Themes in Relation to the Research Questions (RQs)
RQ

Theme Name

1

Theme 1: Outlet
for Creativity

Keywords

Frequency

Creativity
Creative students
Creative outlet
Think creatively
To be creative
Creativity exists
Creative thinking

15
2
2
3
2
2
1

Number of
Participants
9 Semi-Structured
Interview
Participants
3 Focus Group
Participants (75%)

1

Theme 2:
Increased
Choices of Arts
Programming

Choice
More choice
Limits who can attend
More options

3
2
1
1

3 Focus Group
Participants (100%)

2

Theme 3: Lack
of time

Time
Enough time
Typical scheduling challenges
Squeezing an awful lot in
Limited instructional time
Non-fluidity of the bell
schedule
Rigid common core demands
Just be time
Something fit in
Where time comes from

13
2
2
2
2
2
1
1
1
1

12 Semi-Structured
Interview
Participants (100%)
3 Focus Group
Participants (100%)

2

Theme 4:
Certification
Issues

Certification
Certified staff
Different certification areas
Very specific certifications
Where are the certifications
Finding certified staff to teach

7
4
2
1
1
1

8 Semi-Structured
Interview
Participants (67%)

3

Theme 5:
Understanding
the Reasoning
for
Incorporation

Reasoning
Meaning
Importance of the classes
Clear philosophical statement

9
3
2
1

9 Semi-Structured
Interview
Participants (75%)
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3 Focus Group
Participants (100%)

Figure 3 shows the ways in which the themes emerged and the overlaps that
occurred in relation to the highlighted theoretical frameworks. There are intersections that
assist in identifying correlations to the decisions being made, or not made, when
implementing the arts in middle schools and understanding the principals’ perceptions in
how their schools are currently offerings arts to their students in their schools. The first
column signifies the challenges, with the second column identifying the emerging
themes. The third column shows the relation between the theme and the theoretical
frameworks applied to this study.
Figure 3
Emergence of Theme Deduction and Relations to Theoretical Frameworks

The next section will provide a report of the themes that were identified in
relation to each research question that guided this study.
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RQ1: What are the perceptions of principals regarding the inclusion of the arts in
middle schools in New York State?
The first research question aimed to understand the perceptions of principals
regarding the inclusion of the arts in middle schools in New York State. Under this first
research question, two theme emerged from the dataset: (a) an outlet for creativity, and
(b) increased choices of arts programming. The first theme was substantiated by both
semi-structured interview and focus group participants, while the second theme was
substantiated by the focus group participants and the document review.
Theme 1: An Outlet for Creativity
The first theme that emerged from the dataset included the participants perceiving
that including the arts in their schools’ curriculum was an outlet for creativity for the
students. Seventy-five percent of the semi-structured interviews contributed to this theme,
while 100% of the focus group participants contributed to this theme.
Within this theme, the participants were able to discuss how they perceived the
inclusion of the arts as assisting in developing their students’ creativity. For example,
Participant 1 (P1) from the semi-structured interviews discussed the importance of the
arts allowing students to become the creators not just consumers in education:
When you think of the skills that students can get from art class when it's properly
taught and framed out in the curriculum in a way that not just encourages our kids
to become the creators rather than the consumers, but also does that around
critical thinking skills (P1).
Additionally, Participant 4 (P4) discussed how the arts acts as a creative outlet for middle
school students:
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Well, I think there's a few ways, the first right now I will say is for many kids, it's
an outlet right now. It's a creative outlet, it is something that they can get lost in,
and it is a stress relief, so there's that social, emotional piece that, I think, the arts
play a huge role in. Secondly, I think it's that creative thinking, it's developing the
creative thinking that is going to be so important in their lives beyond school.
All focus group participants contributed to this theme. For example, Focus Group
Participant 3 (FGP3) stated that exposing students to different avenues of subjects serves
as increasing their creativity:
I think one is it's exposing kids to different avenues and different creative outlets.
I do think kids tend to use a different side of their brain and try to connect things
and think in a different way, which I think is important.
Theme 2: Increased Choices of Arts Programming
The second theme that emerged from the dataset under the first research question
included the focus group participants perceiving that middle school would benefit from
an increased choice of arts programming. All focus group participants contributed to this
theme discussing the importance of providing students with increased choices regarding
arts classes.
For example, FGP1 reported that it would be beneficial for middle schools to
offer increased electives of arts programming, but in shorter periods to better expose
students to the arts:
If you almost had shorter stints of things that kids could choose from elective-like
where you could really explore, I don't know if it's graphic design, or if it's clay,
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or if it's guitar, to me, I think giving kids options to try different things. I'd love to
see more choices for the kids.
FGP2 stated that it is imperative for middle schools to start thinking in different ways so
that students can be exposed to increased choices of arts programming:
I was thinking this CTE requirement that New York State has for middle school, I
really do think we need to start thinking in a more creative way, and by we, I
mean, New York State to really think about how we can provide more choice.
RQ2: What challenges do middle school principals in New York experience when
incorporating the New York State Department of Education’s specific learning
standards of the arts?
The second research question aimed to understand what challenges the
participants perceived experiencing when incorporating the New York State Department
of Education’s specific learning standards of the arts. Two themes emerged from the
dataset within this research question which included: (a) lack of time and (b) certification
issues. These themes were substantiated by both semi-structured interview and focus
group participants.
Theme 3: Lack of Time
The third theme that emerged from the dataset included the participants
perceiving that a major challenge when incorporating specific learning standards of the
arts into their curriculum was a lack of time. All participants in both the semi-structured
interviews and the focus group contributed to this theme. The participants were able to
discuss how one of the major challenges that they experienced when incorporating
specific learning standards into the curriculum was due to limited time. For example, P4
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discussed struggles that they would experience when incorporating specific learning
standards of the arts into an already packed schedule: “I think it would just be time, just
like everything else. If our school day is going to stay the same and those requirements
are going to be added, then what gives?”
P6 agreed with the pervious participants and discussed challenges of
incorporating more specific learning standards into an already full schedule:
The school day is relatively short and we're squeezing an awful lot of in. And so,
you end up really having to rob Peter to pay Paul some days. So, we can do this,
but it's going to be at the cost of that.
Additionally, all three focus group participants also contributed to this theme and
appeared to agree with the semi-structured interview participants. For example, FGP3
reported that the lack of time places the students in a bad decision on having to make
hard decisions on the arts that they include in their studies:
I think if the state can give us some leeway about how this happens and give a
little flexibility about how much time, I think that's really helpful. I do worry a
little bit about some of the requirements that then force kids to make a choice. So,
it's not great for a kid who plays the trumpet to only be in band for half a year.
Theme 4: Certification Issues
The fourth theme that emerged under the second research question had the
participants perceiving that it was a challenge when it came to finding certified teachers.
Eight of the 12 semi-structured interview participants contributed to this theme (67%).
For example, P5 stated:
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I don't know all the different certification areas for those subjects, so that might be
difficult. When we think about staffing some of our science classes, there are very
specific certifications, so my guess is we would probably find the same thing with
the arts. We wouldn't want a generalist to just generalize out in some of those
areas that you've identified.
Additionally, P8 also discussed the challenge of certification:
So, I think there are a couple of things that we would have to know and be able to
address. One is what are the certification areas in each of these? How hard is it to
find a dance teacher and does that dance teacher have to be PE certified?
Finally, P12 reported recruiting teachers who were certified to teach within the arts arena:
“I can also imagine that finding staff to teach those different positions might potentially
have some challenges there in terms of certification areas.”
RQ3: How do middle school principals in New York overcome any challenges when
incorporating the New York State Department of Education’s specific learning
standards of the arts?
The third research question aimed to understand how middle school principals
overcame challenges when incorporating the New York State Department of Education’s
specific learning standards of the arts into their curriculum. One theme emerged under
this research question that included: (a) understanding the reasoning for incorporation.
This theme was substantiated by both semi-structured interview and focus group
participants.
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Theme 5: Understanding the Reasoning for Incorporation
Eighty percent of the semi-structured interview participants contributed to this
theme and 100% of the focus group participants contributed to this theme. P1 discussed
the importance of understanding the reasoning for including a specific learning standard.
P4 stated that it is important to understand why the learning standard is important to
incorporate:
There must be a real clear, "this is why we're adding this, or this is why we think
this is important to kids. It's not that we don't think social studies or math, or ELA
is less important, but we feel like we need to offer more of this," because we're
going to have to borrow from some areas to make this work.
Finally, FGP1 stated that it is essential to understand the why of incorporating specific
learning standards into an already fully schedule, as it must be aligned with how the
curriculum leads to success:
Maybe a better PR job about the importance of those classes, so not only for the
enjoyment, not only for the release, not only for the social emotional piece, but
what it does for your brain, how it opens those pathways, how that does lead to
success. That might be it. I know that there's been a lot of talk about that. I know
that it's taken. We take state tests and ELA and math.
Conclusion
The purpose of this qualitative exploratory case study was to explore the
perceptions of middle school principals in the state of New York, to better understand
why their schools were not fully following the New York State Education Department’s
specific learning requirements of the arts. A secondary purpose was to better understand
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the challenges that middle school principals experienced when implementing arts
education into their curriculums.
The researcher collected data via semi-structured interviews with 12 participants,
and a focus group with three participants. The researcher also collected documents from
the participants, completing a document review that highlighted the participants’ schools’
course catalogs, completing triangulation of the data. Triangulation allowed the
researcher to obtain a comprehensive understanding of the phenomenon being explored.
When completing the data analysis, the researcher utilized the assistance of Dedoose and
a qualitative codebook. The researcher completed inductive coding where, with the
assistance of Dedoose, he reviewed each transcript to identify commonly used words,
phrases, and ideas of the participants. This information was continuously broken down
until they were placed into thematic categories, which acted as the findings of this study.
This chapter reported the study’s results and findings by highlighting the themes
that emerged under each research question. The researcher concluded the chapter with a
discussion on the triangulation of data and an overview of the results. Five themes
emerged under the research questions that included: (a) an outlet for creativity, (b)
increased choices of arts programming, (c) lack of time, (d) certification issues, and (e)
understanding the reasoning for incorporation. The next chapter, Chapter 5, concludes the
dissertation and provides an interpretation of the results in relation to previous literature,
the implications of the research, limitations experienced in the study, and
recommendations for future research and practice.
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CHAPTER 5: DISCUSSION
The purpose of this qualitative exploratory case study was to explore the
perceptions of middle school principals in the state of New York to better understand
why their schools may not be fully following the New York State Education
Department’s specific learning requirements of the arts. A secondary purpose was to gain
insight into the challenges that middle school principals experienced when implementing
arts education into their curriculums. After completing a qualitative analysis, the
researcher found five themes that emerged under the research questions: (a) an outlet for
creativity, (b) increased choices of arts programming, (c) lack of time, (d) certification
issues, and (e) understanding the reasoning for incorporation. This chapter concludes the
dissertation and provides an interpretation of the results concerning previous literature,
the implications of the findings, limitations experienced in the study, and
recommendations for future research and practice.
Implications of Findings
Within this study, five themes emerged from the dataset that included: (a) an
outlet for creativity, (b) increased choices of arts programming, (c) lack of time, (d)
certification issues, and (e) understanding the reasoning for incorporation. This section
will discuss the implications of findings concerning the theoretical frameworks that
guided this study. In this study, the theoretical frameworks included: (a) curriculum
theory, (b) decision-making theory, and (c) leadership theory.
Curriculum Theory
Curriculum theory is a framework that explains how an educational institution
decides what programs to teach and how learning will be measured (Beauchamp, 1968).
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Therefore, curriculum theory can direct and guide administrators in planning, developing,
implementing, supervising, and evaluating curriculum (Beauchamp, 1968). The benefits
of curriculum theory can encompass various perspectives that include educational,
philosophical, psychological, and sociological viewpoints (Beauchamp, 1968). When
developing a curriculum, there are processes that schools take to build and implement a
program of study. Within the processes, there are seven steps that schools should follow
that are in alignment with curriculum theory: (a) intent, (b) program building- content, (c)
program building- teaching and learning, (d) program building- assessment, (e)
implementation and organization, (f) monitoring and evaluating, and (g) analyzing
(Watagodakumbura, 2017).
Curriculum theory aligns with this study, as demonstrated by the results. For
example, many middle school principals reported a lack of arts offerings at their schools.
The challenges they experience include lack of time and lack of certified teachers. Within
the seven processes, as identified by Watagodakumbura (2017), it does not appear that
the schools are following these considerations. For example, the participants reported that
it is imperative to understand the intent (reasoning) of the need to include the arts and
find certified teachers and time in the schedule to offer the arts programming. It appears
that the schools experience a misalignment between the seven steps, as they are not
considering or building strong content in all required arts classes, nor are they building
programming effectively. This could align with other challenges identified in the
literature, such as lack of funding. Schools struggle to follow the processes and
adequately build a strong arts-inclusive curriculum with limited funding. A central tenant
of curriculum theory is that it allows schools to focus on curriculum versus pedagogy.
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The gap is when including arts into a curriculum is the reasoning, which is the foundation
of the school's culture. It would behoove middle school principals to focus on curriculum
issues and the foundation of arts integration at the school which they currently serve.
Decision-Making Theory
The second theoretical framework that guided this study was decision-making
theory. Decision-making theory aims to assist and facilitate a more robust understanding
of how individuals should behave under experiences of risk and uncertainty (Simon,
1979). Simon (1979) purported that leaders need to make decisions as soon as possible
because a lack of a decision can negatively impact an organization. Simon (1979) also
reported that there are three steps in a decision-making process: (1) intelligence activity
stage; (2) design activity stage; and (3) choice activity stage.
By reviewing decision-making theory, the implications of the results of this
research become clear. Regarding the three stages identified by Simon (1979), it appears
that schools are struggling in the design activity stage. For example, the participants in
this study demonstrated the importance of arts inclusion into their curricula yet struggled
to incorporate programming into their schools. The participants discussed how they
struggle with lack of time and finding qualified or certified teachers. Therefore, middle
school principals appear to be blocked in the design activity stage, limiting their choices
to not offering integrated arts education programming to their students. This is where
middle school principals must use the intelligence activity stage that they already
experience and incorporate a strong design activity stage to make a choice that is in
alignment with New York State's program requirements of the arts.
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Leadership Theory
The third theoretical framework that guided this study included leadership theory.
In this leadership theoretical framework, Lewin (1944) identified three different types of
leadership: (a) autocratic leadership, (b) democratic leadership, and (c) laissez-faire
leadership. These three leadership types are essential to understanding how a leader
makes decisions. In this instance, a significant implication is that there needs to be a
blend of autocratic and democratic leadership within the school. Autocratic leadership
will allow the middle school principal to make a decision. In contrast, democratic
leadership will allow the principal to get other stakeholders in the school to be motivated
to achieve any arts-integrated curriculum goals (Lewin, 1944).
It is difficult for middle school principals to allow the entire school to make a
decision when it comes to the curriculum; however, it is their responsibility to work at
elevating the environment of the school to obtain buy-in and collective ownership from
their teachers. Additionally, it is the principal's responsibility to determine challenges and
make plans to overcome them. In this instance, it would benefit middle school principals
to make a decision to include specific arts classes into the curriculum and then work with
a committee of stakeholders to begin discussing challenges that can include certification
issues, lack of time, and highlight why the arts are being incorporated.
Relationship to Prior Research
This section will discuss the study's findings concerning prior research as related
to each research question that guided this study.
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RQ1: What are the perceptions of principals regarding the inclusion of the arts in
middle schools in New York State?
The first research question aimed to understand the perceptions of principals
regarding the inclusion of the arts in middle schools in New York State. Under this
research question, two themes emerged: (a) an outlet for creativity and (b) increased
choices of arts programming.
An Outlet for Creativity
The first theme highlighted that the middle school principals viewed the arts as an
outlet of creativity to their students. Many participants reported that the arts are a creative
outlet for their students. They get to operate as the creator in their education rather than
just a participant. This theme appears in alignment with previous research. For example,
from a historical perspective, Hui and Lao (2006) reported that as a creative outlet, the
arts assist students in increasing classroom discussion, increasing visual thinking tools,
and understanding more extensive analysis of educational concepts. Additionally,
increased creativity can be explained by Eisner (2005), who reported that the arts teach
students because these subjects allow students' brains to learn in unique ways, enhance
communication, and enrich their lives.
Rabkin and Redmond (2006) reported that it is intended to encourage students to
transfer their learning from the arts to other disciplines and the arts help to cultivate the
skills they will need to be successful adults. The arts engage children and leverage their
development and learning throughout the curriculum by utilizing the arts' emotional,
social, and sensory components. This provides students increased creative opportunities
and competencies by identifying new ways of remembering and learning information.
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Additionally, due to the increased experience of creativity alongside new learning
tools and methods, students will also benefit from higher academic achievement levels. It
is designed to encourage students to transfer their learning from the arts to other
disciplines and the arts to the skills they will need to be successful adults. It is also meant
to engage children and leverage development and learning throughout the curriculum by
utilizing the arts' emotional, social, and sensory components. This holds particularly true
for students learning in low-income environments. For example, Catterall et al. (2002)
concluded that arts-engaged low-income students perform better than average higherincome students. As a result, arts education may provide a solution for students from
disadvantaged socio-economic backgrounds to close the achievement gap between them
and their peers.
Increased Choices of Arts Programming
The second theme that emerged under research question one was that the
participants perceived that middle school students would benefit from an increased
choice of arts programming. Within this theme, the participants reported that schools
need to offer more choices for their students, as they are not currently following the
state’s arts requirements. This theme appears in alignment with previous literature. For
example, Hunter-Doniger (2018) claimed that since the beginning of formal schooling in
the 1800s, arts integration in school-based curricula had already become a hot topic in the
United States. Visual arts, music, theater, and dance can be utilized with a language arts,
math, science, and social studies curriculum. The researchers examined the effects of
school-based arts integration on urban students’ academic success, gathering data from a
total of nine research works. The findings showed that an arts-integrated curriculum
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improved academic success among urban students. However, not all schools have been
offering these increased choices to students.
For example, Perignat and Katz-Buonincontro (2019) show a large gap between
the definition of the arts, integration pedagogies, and the creative process needed for
successful implementation. Therefore, the authors argued that most schools tend not to
offer a full range of arts programming to their students. Additionally, Shaw (2017)
purported that schools lack a wide range of arts offerings to their students due to budget
problems, declining enrollments, and a negative perception of the arts. Focusing on these
areas can assist middle school principals in shifting the perception of the arts throughout
the school's culture to build strong arts programs that meet the needs and requirements of
the New York State Education Department.
RQ2: What challenges do middle school principals in New York experience when
incorporating the New York State Department of Education’s specific learning
standards of the arts?
The second research question aimed to understand the challenges that middle
school principals experienced when incorporating the New York State Department of
Education's specific arts learning standards. Within this research question, two themes
emerged from the dataset: (a) lack of time and (b) certification issues.
Lack of Time
The first theme for the second research question highlighted that the middle
school principals perceive a significant challenge to be a lack of time. This theme
appeared to be related to previous literature as Herro et al. (2018) reported that due to
other required subjects such as science and mathematics, schools have difficulty with the
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timing and pacing of arts subjects. This hinders the inclusion of arts into a school; hence
STEM frequently does not get translated into STEAM.
Gottschalk (2019) reported that other timing constraints could also be experienced
outside of the time to include the arts in programming. Not only is it a challenge to
include arts programming into an already packed schedule, but the author reported that
teachers would need time and assistance in terms of professional development. Teachers
require time to study and plan (May & Robinson, 2016). According to Koch and
Thompson (2017), arts integration is "intellectually and pedagogically difficult" (p. 2)
and necessitates professional development and preparation time. Changing teachers'
practices requires motivation and support without appearing to compel them to do so
(Gottschalk, 2019). Administrators must explain the initiative's beneficial and practical
effects to teachers (Gottschalk, 2019).
Certification Issues
The second research question's second theme is that the participants perceived
that schools experienced certification issues with obtaining qualified teachers to teach
arts programming. Not only do many schools lack the financial means to justify
establishing and continuing effective arts programs, making it difficult for schools to
offer students an arts education, but they also lack qualified and certified teachers. For
example, some dance instruction occurs within physical education classes (PE), where
teachers are not required to be certified in dance because it falls under the guise of this
educational component. The problem with these types of practices is highlighted by Buck
and Snook (2020). They evaluated different difficulties in the classroom that may trump
all ideas, money, and expectations, regardless of how beneficial they are to students'
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learning experiences. The authors found that arts integration is challenging to grasp, as it
requires an entirely new pedagogical approach for instructors who have previously
avoided teaching any arts topics. Additionally, Garcia and Weiss (2019) purported that
schools throughout the United States are experiencing difficulties hiring and retaining
qualified teachers. Teachers who enter the field have fewer qualifications than their
previous counterparts.
RQ3: How do middle school principals in New York overcome any challenges when
incorporating the New York State Department of Education’s specific learning
standards of the arts?
The third research question aimed to understand how middle school principals in
New York State overcome any challenges when incorporating the New York State
Department of Education's specific learning standards of the arts. One theme emerged
from the dataset within this research question: (a) understanding the reasoning for
incorporation.
Understand the Reasoning for Incorporation
The first theme that emerged under research question three had the participants
perceive that for schools to overcome challenges, they must understand the specific
reasoning for arts incorporation. Gottschalk (2019), Hipp and Sulentic Dowell (2019),
and Koch and Thompson (2017) all have reported that schools are unable to build a
strong understanding of the reason for the incorporation of the arts due to a lack of
understanding about strong instructional techniques for incorporating the arts into their
classes to improve student learning. This is where incorporation is crucial because the
reasoning should always stem from student learning and academic achievement.
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Pérez Aldeguer (2013) reported that schools have never really received
consideration by specific arts integration due to a lack of understanding. For example,
research has focused on musical theater as an extracurricular activity rather than an
official school curriculum. Because musical theater extends beyond typical classroom
work, this subject has a clear educational advantage for students (Pérez Aldeguer, 2013).
In no other subject do students participate in such a wide range of activities as in musical
theater. They learn abilities that may be applied to a broader range of situations. Students
gain balance, self-awareness, confidence, self-discipline, and communication abilities
(Pérez Aldeguer, 2013). In addition, the theater may assist students and their instructors
to gain confidence to take chances and make judgments (Pérez Aldeguer, 2013).
However, without open-mindedness, understanding, and professional development, arts
integration in specific courses such as musical theater will have limited opportunities in
schools, even those fostering a comprehensive STEAM-based learning environment.
Limitations of the Study
Some limitations must be identified for this current study. The first limitation is
the population being studied and the geographical region. Because the researcher aimed
to understand the perceptions and experiences of middle school principals in the State of
New York regarding why their schools were not fully following the New York State
Education Department’s specific learning requirements of the arts, the results of this
study cannot be generalized to other populations and geographical regions. Therefore,
additional research will need to be completed to understand other individuals' perceptions
and experiences of the arts, such as that of teachers, students, parents, and other
administrators.
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A second limitation to this study is the method and design that guided the
research. Because the researcher interviewed 12 participants for the semi-structured
interviews and three participants for the focus group, it is difficult to generalize the
findings to larger populations. Therefore, future research would need to take a
quantitative approach to better understand the perceptions and experiences of middle
school principals from a larger population sample.
A third limitation to this study includes the COVID-19 pandemic. Since March
2020, many schools have transitioned their curriculum and instruction to either an online
platform or a blended learning environment, offering online and face-to-face instruction
to their students. During the offering of online or blended learning environments, many
schools had to either remove or adapt their teaching practices for particular courses
requiring strict face-to-face instruction, such as music performance, theater instruction,
and dance. Therefore, the results of this study could have been affected by the COVID-19
pandemic. Future research should be conducted to explore how middle schools in New
York State have adapted arts programming to their schools when experiencing the
difficulties of the pandemic.
A fourth limitation to this study is that the study did not invite participants who
are NOT offering arts in their middle schools. All the participants who participated in an
interview identified as being in a position where they have experience building and
implementing an arts education curriculum. Future research should explore the
perceptions of middle school principals who identify as not offering an arts curriculum in
their middle schools and their perceptions regarding the significance, challenges, and
abilities to overcome challenges if required to begin arts offerings in their schools.
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Recommendations for Future Practice
Some recommendations can be made regarding future practice. This study found
valuable results highlighting specific challenges that middle schools experienced when
incorporating the arts into their curriculum. One of the challenges experienced included
that of finding qualified and certified teachers. Therefore, one recommendation for future
practice is that the New York State Education Department should encourage and readily
allow teachers to obtain extensions to teach within specific arts domains. This could
include certifications that equip teachers to teach specific courses, such as dance and
theater-arts, as an extension to their current license area.
A current example is how dance can be taught within the middle school
environment. For example, dance is offered to students through physical education
classes (PE) as an elective in some middle schools. This could be expanded through other
schools that are not currently in alignment with state requirements of the arts. By
providing extensions to teachers to teach different classes, students will experience an
increase of choices and times where they can be exposed to this critical portion of the
curriculum.
Another challenge that the principals reported in this current study was a lack of
time when incorporating the arts into their school's curriculum. By allowing teachers to
obtain extensions and certifications to teach within the arts, many schools will be allowed
to find qualified and experienced teachers and the additional time for their students to
complete the classes with increased opportunities in place. Many of the participants in
this study stated that there is simply no time to add all arts requirements into their
curricula; therefore, many schools offer arts programming after school hours, which can
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be problematic for students to attend. In addition, students typically sign up for a club
when there is already an inherent interest in the club’s theme. A lack of exposure to the
arts during the school day limits the ability for students to unlock their hidden passion,
raw talents, and potential. The experiential learning opportunity goes much deeper than
discovering the next American Idol and can greatly impact all aspects of one’s life,
future, and overall well-being.
Finally, there are some recommendations from a governance perspective.
Although the New York State Education Department mandates middle schools to offer
specific arts classes in relation to certain course contact hours, it does not appear that
there is any follow-up to check whether schools are in alignment with arts requirements
and offerings. Therefore, from a governance and equity perspective, governing bodies
and the New York State Education Department should begin following up with middle
schools to provide additional support and assist with overcoming implementation
challenges. If there is no governmental oversight, then there does not appear to be a need
for middle schools to offer arts programming to their students, downplaying the
importance of how the arts can positively affect students' level of education and future
career path. Addressing these recommendations can improve the curriculum within
middle schools and ensure that students are exposed to a well-rounded education.
Recommendations for Future Research
Some recommendations can be provided to future researchers that they could
explore and investigate in relation to the arts and why middle schools are not fully
aligned with arts requirements set forth by the state. The first recommendation is for
future research to focus on other populations, such as teachers, other administrators (e.g.,
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assistant principals and deans), parents, students, and the wider community. This can help
expand the thoughts of why schools are not aligning their curricula with specific arts
requirements and provide a deeper understanding of how different stakeholders perceive
the importance of the arts, and what specific subset of the arts are needed within a school
district.
Another recommendation is to replicate this study to other school levels, states,
and geographical areas. Although different school levels and states have different
requirements regarding implementing the arts into a curriculum, it would benefit future
researchers to explore whether any challenges and misalignments occur at elementary
and high school levels. Future research could also examine charter school systems and
private educational institutions to determine how these schools approach the teaching of
the arts.
Future studies should also examine this topic from a quantitative perspective.
Conducting a quantitative study will allow future researchers to gather data from a larger
population, providing generalization across different populations and geographical
regions while also determining any statistical significance in the results. Additionally,
this type of research could also be longitudinal, where data could be collected over the
years to determine any patterns that have changed on how schools have aligned or
misaligned the arts within their curriculum over time.
Additional research should examine the wider political issues that emerge when
identifying the individuals, and components, that determine access to the arts for students
at the middle school level. If the people determining the curriculum are those who have
not engaged in the arts, there may be a lack of understanding to the benefits that can
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emerge for students. Future research should focus solely on the decision-making
processes and the intended and unintended consequences that are created based on who
has the ultimate power and influence in determining a course of study and adherence or
lack of adherence to the existing program requirements.
A final recommendation is for future research to focus on how the alignment of
the arts in middle schools has been affected by the COVID-19 pandemic. Over the past
two years, many schools have had to transition their curriculum and instruction to either
an online virtual platform or a hybrid and blended learning environment, offering online
and face-to-face instruction to their students. During the offering of online or blended
learning environments, many schools had to either remove or adapt their teaching
practices for particular courses as a whole. Therefore, concentrating on how the arts have
been affected during COVID-19 can bring considerable insights to the field and provide
information on how schools can better adjust their curriculum during a public health
crisis.
Conclusion
The purpose of this qualitative exploratory case study was to explore the
perceptions of middle school principals in the state of New York to better understand
why their schools may not be fully following the New York State Education
Department’s specific learning requirements of the arts. A secondary purpose was to gain
insight into the challenges that middle school principals experienced when implementing
arts education into their curriculums. After completing a qualitative analysis, the
researcher found five themes that emerged under the research questions: (a) an outlet for
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creativity, (b) increased choices of arts programming, (c) lack of time, (d) certification
issues, and (e) understanding the reasoning for incorporation.
This chapter concluded the dissertation and provided an interpretation of the
results concerning previous literature, the implications of the findings, limitations
experienced in the study, and recommendations for future research and practice. Middle
school principals must build strong foundations for the reasoning of including arts
programming in their schools and then develop ways to implement the curriculum
appropriately. Following a blend of autocratic and democratic leadership styles,
principals will be able to begin transforming the school's culture to motivate their
stakeholders while then implementing plans on how to properly execute an artsintegrated curriculum so that students can receive a more comprehensive educational
experience.
Afterword
As someone who gravitated towards the arts and even went to college in pursuit
of an arts degree, I can certainly be deemed as having a bias and preconceived notions
about the positive impact arts programming can have on students and their overall
success and wellness. My favorite part of writing the dissertation was having the
opportunity to complete the literature review and discovering all the studies that clearly
substantiate the importance and significance of how the arts can improve academic
outcomes, mental health, and future career trajectories. I found myself immersed in the
research and continuously looking for more information about the arts positively
impacting students when implemented and integrated in schools.
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When I began this study, I thought I was most interested in highlighting the fact
that The New York State Education Department has clearly defined program
requirements indicating the courses of study to be offered to students at their respective
grade bands, including the teaching of art, music, theater, and dance. In a state that is
known for its accountability metrics like Regents and Grades 3-8 ELA and Math testing,
classifying the overall standing and designation of a school based on determined
accountability metrics, implementing high-stakes teacher, and principal evaluation
rankings, and even administering data compliance regulations to protect student’s
personal identifiable information in a more stringent manner than most of the states
throughout the entire country, the required arts offerings are clearly defined and in place
with no accountability systems, structures, or regulatory processes and support
mechanisms in to ensure that schools are adhering to the arts program requirements.
There are no evident governing entities working to remedy the lack of arts offerings for
students in the middle schools throughout the state. If the regulations for the arts are
already in place, why are the arts deemed less important, or necessary, than other subject
areas that are consistently in place for middle school students?
Principals are deemed as the instructional leaders of their respective buildings.
They are responsible for all aspects of the daily operations of the school, including the
oversight of programming student courses into their master and individual student
schedules. While there is plenty of research to support the impact that the arts can have in
providing a well-rounded education, there is very little research regarding the perceptions
of principals when it comes to their reasoning processes, and approach to the arts and
how they go about prioritizing the course offerings that they do have, or do not have, in
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place. If the arts are not being prioritized, what are the perceptions of the people leading
the middle schools as to their importance? Do they know what the program requirements
are for the arts? Do they think it is important to align their art offerings to the minimal
requirements set forth by New York State?
If a school does offer arts, it is more common and familiar to see general visual
arts offerings and general music with a chorus, band, and possibly even an orchestra
option in place for middle schoolers. Most middle schools are not teaching dance nor
theater in their schools, yet the program requirements state that schools should be
offering students art, music, theater, and dance during grades 5-8. If a school decided to
only teach half of the components of their math program, they would be taken over by the
state and deemed as careless. Yet, the arts do not garner the same respect and
prioritization.
While we know there is a shortage of time in each day, we see the way SEL has
been prioritized over the last two years. Schools have found ways to teach SEL and
support student wellness, without any time being added to their current bell schedules.
Theater arts should be the driver for all SEL initiatives and can be readily embedded
throughout multiple content areas. If we allowed for teachers to obtain theater arts license
extensions, we can provide students a more robust learning experience that will help to
embed SEL and foster creativity. Improvisation, role-playing, and playwriting can easily
be done with the goal to teach empathy and affirmation of others. How powerful for a
student to feel strongly about a topic, but to literally have “to be” in the shoes of someone
with a completely different view and vantage point through acting exercises. Students
having the ability to identify and understand a flipped perspective from their own will
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develop a better understanding of the world at large. In addition, there is a safety net
when people can have a script in their head because they have already played it out
through role-playing, when placed in high stake and potentially dangerous situations. A
student asked to try a drug or engage in a risky behavior may be less likely to do so if
they have already had the opportunity to experience the situation through theater arts.
Theater can provide students the ability to have a real-world experience without the
consequences that exist in real life.
Dance education has many positive impacts and at the very least, needs to be
included in the physical education curriculum in New York State middle schools. If
schools are supposed to be the equalizer in providing equity and access to our children,
we are creating inequitable outcomes for students who may want to pursue dance if there
is no introduction, exposure, or teaching of dance taking place during school. The
students who will get into the specialized programs in high school and college, will only
be the students who were afforded private dance classes based on their privilege and
access. In addition, the person being cast as Anita in West Side Story must be able to
dance. The obesity levels in our country are growing with childhood obesity being much
more common that it was even a decade ago. Dancing is great exercise and perhaps can
motivate students that express that they do not want to participate in the traditional
physical education curriculum. During this research study, many principals expressed the
desire to provide students with more choices and electives. Dance education should not
be looked at as an extra and should be prioritized as a necessary offering that all schools
have in place. Learning choreography, synergy, and kinesthetic learning all have benefits
that transcend into the attainment of successful student attributes and habits of mind.
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I believe this is incredibly important research and attribute the deficit in arts
implementation to the lack of governance and political backing at the state level. The
principals are not at fault or to blame. Many of the principals I spoke with value the arts
and know that their students benefit from the exposure and access. However, they are
more middle management, unfortunately in this regard, and they are being evaluated by
the state on their school’s ELA and Math scores, and not their arts offerings and
compliance to the New York State program requirements. It is a larger societal issue that
requires a shared understanding of how the arts can benefit the whole child and a
necessary driving force to clear the pathways for schools to have certified teachers in
place and the resources to ensure that all students have access to music, art, theater, and
dance.
My advocacy of the arts will always be present. I feel that writing this study,
hopefully, ignites some conversations that may not have been taking place otherwise. I
did worry initially that someone reading this dissertation may think I chose something
different than most school administrators pick as a topic, and that it may not have the
same credibility to the academics and traditional educators. My own thoughts are part of
the bigger problem. The arts are not looked at as core instruction and the mindset and
mind frame needs to change. I am very serious about instruction and was a very
successful fourth grade teacher who taught all content areas. My students outperformed
every other class in my district in both the ELA and Math assessments during my last two
years in the classroom before I became a staff developer. Perhaps the results had
something to do with me starting my career as a music teacher, and the fact that I studied
music theater while in college. My principal would comment that every time she walked
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by my room there was singing and dancing and what appeared to look like a lot of fun
taking place. Learning can, and should, be fun and students in middle school need to be
deemed important enough that they are offered a robust arts education that includes full
implementation of the program requirements and courses of study in music, art, theater,
and dance. As we talk about reimagining education the arts need to be take center stage.
The time is now.
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APPENDIX A: IRB APPROVAL
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APPENDIX B: INFORMED CONSENT
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APPENDIX C: SITE APPROVAL

*Note. Identifying information has been removed from this copy of the site approval for
participant confidentiality.
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APPENDIX D: COPIES OF INSTRUMENTS AND OTHER MATERIALS
Researcher Will Say:
Thank you for joining me and your contributions to this case study. Your input is
valuable, and I appreciate you taking the time to assist in my research. I am going to ask
you a series of open-ended questions. Please feel free to answer them in any way that you
want to.
Focus Group Questions
Welcome everyone and thank you for agreeing to participate in this focus group. In this
focus group I will ask everyone a series of open-ended questions. Please feel free to
answer them in any way that you want. Also, please feel free to respond to other people
in the focus group if you either agree or disagree with their answers, or simply want to
expand on their thoughts.
Today, we will be discussing arts implementation at the middle school level.
1. Please tell us your first name and current role.
2. What was your exposure to the arts, while in school, before you entered high
school?
3. Do you think it is important for schools to offer arts education to middle
school students during the regular school day? Why or why not?
4. What arts programs should be offered at the middle school level, if any, in a
perfect world?
5. If you feel the arts should be offered at the middle school level, how should
they be offered at the middle school level? What is your opinion?
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6. Do you believe the state should mandate arts programming in New York State
middle schools? What would be the pros and cons be of such mandates?
7. If you had to rank the importance of theater, dance, music, and visual arts
programing, how would you respond and rank each one from most important
to least important. Why?
8. If you had to pick the main reasons why some middle school students are not
being offered the arts, what would the reasons be? What would need to
change? Why?
Semi-Structured Interview Questions
Welcome and thank you for agreeing to participate in this interview regarding the
implementation of the arts. I will ask you a series of open-ended questions. Please feel
free to answer them in any way that you want.
9. Tell me how classes in the arts could benefit your students. In what way/s?
10. Are you aware of the New York State Education Department of Education’s
specific learning standards/program requirements for the arts at the middle
school level?
11. Please tell me about the type of arts curricula that is offered at your school.
● How are your art classes aligned to the learning standards/program
requirements?
● What are the reasons the courses you offer are provided to students?
12.How does your school select the type of art classes offered to your students?
•

Is it a different process than when selecting the core curriculum? If so,
how?
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•

Who decides whether a specific type of arts class is included in the
curriculum and offered to students?

13. What are the types of art classes that you think should be offered to middle school
students? Why?
If they have something to offer, move on to questions 6 & 7:
If they do not provide information in question 5, begin leading questions:
● Do you offer music? To what grades
● Do you offer visual arts? To what grades
● Do you offer theater? To what grades
● Do you offer dance? To what grades
14. If the NYSED required you to offer music, art, theater, dance to your middle
school students, what challenges would you have when working to implement
these courses into your middle school community?
15. If you were trying to implement a new arts program, how would you anticipate
overcoming any challenges that may emerge?
16. Is there anything else you would like to tell me regarding this topic?
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APPENDIX E: RECRUITMENT SCRIPTS
Recruitment Script to the Organization
Dear Middle School Principal’s Association,
My name is John Barnes, and I am currently a doctoral candidate at St. John’s University.
I am conducting research to complete my doctoral studies. My doctoral dissertation topic
is: Middle School Principals’ Perceptions on the Inclusion of the Arts in New York
Schools. I would like to use your organization to recruit middle school principals to my
study. Individuals will be required to complete either a semi-structured interview or a
focus group where they will be asked open-ended questions about the inclusion of the arts
in their schools and any subsequent challenges.
During my study, I will ensure of confidentiality as I will not be collecting any
identifying information and I will be referring to participants in a numerical order. I
would welcome the opportunity to utilize your organization to recruit principals in the
hope of better understanding how we can include the arts in more middle schools in the
state of New York.
Best Regards,
John Barnes
Doctoral Candidate
St. John’s University
Recruitment Script to Potential Participants
Dear Middle School Principal,
My name is John Barnes, and I am currently a doctoral candidate at St. John’s University.
I am conducting research to complete my doctoral studies. My doctoral dissertation topic
is: Middle School Principals’ Perceptions on the Inclusion of the Arts in New York
Schools. I would welcome you to join my study so that you can participate in either a
semi-structured private interview or a focus group.
During the semi-structured interview or the focus group, you will be asked a series of
open-ended questions regarding the inclusion of arts programs in your schools and any
subsequent challenges. You will be allowed to answer the questions in any manner that
you see fit, and the semi-structured interview or the focus group will take you
approximately 30 to 45 minutes to complete.
To participate in this study, you must meet the following criteria:
1. You must be currently working as a middle school principal in the state of New
York.
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2. You must be a member of a New York State Middle School Principals
Association.
3. You must have worked in your position for a minimum of one year.
4. You must have experience in building and implementing arts education
curriculum.
Please note that I will ensure that your responses are confidential, as I will not be
collecting any identifying information. Please contact me by phone at XXX-XXX-XXXX
or by email (xxx@xxx.com) to set up an appointment to participate in either an interview
or focus group.
Best Regards,
John Barnes
Doctoral Candidate
St. John’s University
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